
DOCUMENT RESUME

ED 085 102 PS 007 008

AUTHOR Rayder, Nicholas F.; And Others
TITLE Implemedtation of the Responsive Program: A Report on

Four Planned,Variation Communities.
INSTITUTION Far West Lab.. for Educational Research and

Development, Berkeley, Calif.
SPONS AGENCY Office of Child;Development (DHEW), Washington,

D.C.
PUB DATE Mal: 73
NOTE 200p.

ERRS PRICE MF-$0.65 HC-$6:58-
DESCRIPTORS Achievement; Classroom Environment; Community

Characteristics;. *Disadvant ed Youth; *Early
Childhood Education;'*Evaluat. n; Faculty Mobility;
*Federal Programs; *Int6rventio Measurement; Parent
Participation;Pro4ram EffactiveneS-s; Teacher
Attitudes

IDENTIFIERS Far West Laboratory; Implementation; Planned
Variation; ProjeCt Follow Through; *Project Head
Start .

ABSTRACT
This report describes and evaluates the

implementation of the Far West Laboratory's Responsive Educational
Program (REP) in four communities participating in'itce Bead Start and
Follow Through mPlanned Variation" experiment. The purposes, of the
report are: (1) to evaluate a particular implementation effort, and
(2) to devise a new framework for such an evaluation. Separate
sections are devoted to implemetation evaluation as related., to the
Program Advisor, the Community and the School System, the Classroom
Process, Parent Participation, Child Services, and the Child. Several
evaluation instruments. are described. Data tables are interspersed
throughout the report and appendices include supporting information.
(SET)



U S OEPA4 ,AEALTH.
EDUCATION e.istTLFAgTE
NA TIONA, INSTITUTE OF

EOLTC.A7:011
AS BEE. 'ATE pTe0

0QCED E XAC TLY. AS WEECo./ED SATOM
FE TrSOT. OP

A.ToChT P0.1,75 OF ViE'W OP.NOOSS
STATED DO SOT NECESSiaLY 4EP4E
SENT OFFICIAL hATI0T,A, INSTITUTE OF
EDUCATION POSITION G9 P(:)0CY .

e44t;4,e,

a)y

4

A REPORT ON FOUR PLANNED VARIATION COMMUNITIES



ABSTRACT

Title: Implementation of the Responsive Program:
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I. Purpose:

- . .

This report describes' and evaluates. the implementation of the Laboratory's
ResPonsi ve"EducatiOnal Program. (REP) in fyur_pirtj ci pat i ng R1 anned Variation

communities. Planned 'Variation (PV) is:a compOehensive educational 'experiment
designed to .co-ordiriate classes /progresStWfrom Hcaci_Start (pre-school) to
Follow Through (K-3) so-as to provide participating children the continuity of
learning within a single federatly,funded:instructional model, `for :their first five
years !6-1:. formal school ing. In the 'process' of carrying. out this 'evaluation, a new

approach and framework for evaluation is proposed. and exemplified.

I I :: Procedures :

As an educational evaluation, this effort breaks ,ground. in several Ways.

Data reported come from .a Nariety of:research and evaluation si tuati ohs in four
different communities, and are treated in the context' of each individual .communi
-as well as summarized across all fou

The evaluation deals -'with the implementation protess and results per se,.
as well, as with outcome variables in the context of impTemetitatiOn success-.

,

- .The assessment, criteria are formulated to reflect,* stated goals/
program avaTUated.

In line with Prggram objectives, the outcome variablesA4 specified in terms
Of the various components' of the educational process, not i n-re'fer'ence to the
chi 1 d alone.. .

, ,

L
.

.7 Agdip. in line with the proraMis philosophy the child - Outcome variables are ,

stated in terms' of, more general learning:andexperience-criteTia., ,not standard-:
ized tests alone ,

- To meet the needs of some of these procedural',-innovations ,.some, new evaluation
:concepts. and instruments are devised an41.--S0c*Sfully/applied. : Demographic,
economic, and-claSSroOm datvare-interpreted in terms of indicators" that relate
to three central notions especially relevant to REP": ,Ability to Attend :,(ATA),
Ability to Respond (ITR), and Form of tXpertenCer(FOE).

'

c .

.
.

. . , .
,

The exPeriMental treatment is the cumulative impleMentation of the REP :program: Its

objectives are: ,

/ 1 .. c,,,

- the edUcatibPdinstitution should reSpond to parents and_to thildreni

any formal educational program should prOvide a. variety" of'alternatives to meet
the needs of parents and their children;

the educational prpgram should, beresponSime to the learner's baCkground,



/ .

.7

culture, and life style; and..

schools must. consider what a child has- learned before schoOl entry.

Primary classroom objeCtives of the REP include helping childrendeVelop healthy
self-concepts and helping, children develop their intellectual abilities. The REP
permits the learner to explore. freely, and'is structured -so he is likelyto make.-
:interconnected discoveries about the.physical, cultural, and soCial.w horld. Pri-
ciples supporting. the REP approach include:

children learn at different. rates;,

children:learn-at different times;

7 .

children learn best when interested in what they're learning.

The Laboratory's- delivery system for the REP uses an An-service training program for
teaChers/teaching assistants working through. a:PrograM Advisor (PA). In this report,
separate Sections: are devoted to implementation evaluationas related to thy the
CoMmunity*d. the School SysteM; the classrobm Process, Parent' ParticipationChild
SerVices, and the Child.

III. findihgs:.

The Program Advisor's ability toimplement the REP via in-service training for
teaching-Personnel is' directly related _to the quality of the Laboratory's
training proraM and materials,

,

An examination Of:l3-forces impinging on teacher behaviOr inditateS.that-PA's exert'
a strong posiLive inflUence, with the teaching assistant as a second positive
ftwce; theseroatterns reflect the operation of the delivery system-.

-

Teacher turnover rates affect PA-Conducted-training;. In-service training .muSt be
individualized. District-wide teacher contracts can cOmplicate in-service program7.:.
ming

Cnild'ren in FIrclassrooms- differ frOM the general population- of children'in the
community.. Through, addition-.of teaching assistants from backgrounds similar to
tliOse of the children served, the PA! Program has improved the ethnic balance
between adults.amichildren'in the-classrooM.:

-

Parent participation;in the actual teachingflearning process ts a Key-factor.
Stanford Research Institute data shows. that all four REP'PV OdmMunl'fies have more
parent:participation and involvement-than' was found in comparison' communiteS

'selected by them.

, /
As to FOrm of Experience (FOE), children in REP classrooms inItiate more interaction ,

with adults than occurs in-non4EP.,ClassroomS In the REP, there is--significantly-
more-self-teachingand also more .''cnild-teaching4anOther-thild" behavior. JR the
REP adUltS:use significantly morepositiVe" correction statementsirOnteractions
with children.

, .
. .

,

. .

In REP classrooms the child's in- school experiences are enjOyable and the child's
knowledge base haS,increased. Attendance for-REP children is significantly higher than
for acomparison'group. Standardized tests (PSI, BoehM, Raven's, Wechsler) -show
Satisfactory achievement levels for REP children as compiredto national norms..- '-

.-
\



IV1. -Conclusions:.

- The Planned Variation Program is .effective. in delivering...the-REP tO communities,

though there are areas where the deliVery system needs improvement.-

..t The PA and the teaching assistant are perceived as important positive influenceS

, on the teacher's behavior.

- The PV experiment .has succeeded in changing the ethnic disparity between the
teachers and the learners in the classroom. .

REP cl.assro011i processes that have beep implemented directly affect the experiences

chil'dren undergo there.

- The REP has positive spin-off effetts in .each'of the four -communities discussed

Parents believe they_. are competent in making educational decisions.-

-.For-the future, the report proposet these\implications and directions:

The 'concepts of Ability to itteici, and, Ability-to ResOond should receive
major attention An research-and evaluation. of the REP.

Form of Experience criteria imply variables thatlust be explored and
analyzed,

- Comprehensive.community case.studies,,*ing a 'variety of data from'diverse.

sources, are needed:

More and betterInstrumentt. to measure implementation are needed.
, \

- Studies of longitudinal developmentjaf dnildren over five or more years

must be plan red and carried out.
-\

Parent impact orl the educational community must be examined. i'n greater
.

.

depth.
\ ...i..... .-

__. .

o
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.CHAPTR 1

,INTRODUCTION .;.

cope Purpose
, . .

is'a'report.onAlie ampltherttatj'an of the Laboratorrsr'Remjansive

oduCational 'program.(REOLAn. fOUr.communitieS,TartioipatifigIrrtheHead'Start

an 10-1,low Through 'Planned Variation ": experiment.. Its.pdrOoge.is twofold: 1)

,°Acre' i uate a partitular: :implementation effort, and 2) to devise a new framework

. :

for suction evaluation..

First, to meet' the needt of Oeparticular evaluation; we willIte a

. .

!speCial effort-to look:at-socIO-ecanoMic-enVironMenial.data, along with the more

traditional acadeMiC logical consequenciejof the coMmunity-

.:Oriented :philosophy of REP.',.and is also mandated. by tfte:fact:that we are looking

-con&u'rrer,.ftlyt sOveral:cammunJti45:40divere geographicaland socfal:outlOoki.

In the. past, 6:wealth-Ot.research,..and 'evaluationdatahaye:been collected

OP participating' atlStart andjoilow Through oomMunities.,' BUt for the'Mostpart,'

theSe have, been isalated'ehtOprises: little effo t has as yet been:directed

..toward summarizing the breadth of '1,nformatian.C011ected

on any,ane Planned yariationcommunity::' For :the, com unities participating in REO,
. .

. .

:considerable ensemble of data is presented in this eport:(see:chart in Appendix A).

Unfortunately, tni$:data cannot,be dealt with in'thiO4port,._excePt in :a1SUglestive,,

66uhstic fa$!iiOn We,wil1 .Make some cross.-cdmparisonSandlioint Up Televant

factors and their significance for'ihe eduCatiOndf-thechild: But natdefinitive

a641'Will,..be attempted.'

The-tetonclobjective of this epa,rt redefinition-bf certain

evalUation.canceOts. :Ta.CarrY.butapre I,uat particular thisevaluation-.,

ti

:trame of referencOs a must. Not 'to. state t is,LiSto.assune it. For the.

evalUatian proc.00'es mUstLhe_Aeared..to the p rt f cularjprogra d 'we often find
; .

iAat:programS are predidated.woh,specific evaluatiovconcepts.',,.."MareOVer
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philosdphy Undei7T91111.,t REP' is sufficient)kdistinctive that the usual criteria

would be. inadeduate or inappropriate. A broader base is needed for defining,

and_evoluattng-Lprorarn butcomeS.. iPrevously, reports on program

-:-effectiveness have concentrated on child puttome.data. and much of this data has

turned pia .to:be of the..traditional standardized test Variety: In contrast, this

report focusec on implementation. A deeper undrstonding of the implementation

Process is advocated. W ve child data _are reported, they shOuld be viewed-0

within th4,s broader ontext of evaluation.

To form t',s broader base for evaluatiu,i, new concepts and new assessment
I

i

\

techniqtks m st be used. Two new constructs in partkular - the family and

community's Ability to Attend to the child (ATA) and the school system's.Ability

to Respond to h (RTR) :-.- have been developed by the Laboratory to, fill just this
. -

need, and will be discussed extensively in chapter 3. Some new evalAtiOn techniques

(

that enable'.uS to expand:the conceptUal base of evaluation are the Educational
..4

"Forces Inventory '(EF11).Ond the related Fo;Ce Field Analysis (FFA) , also used

extensively and repOrted in chapters 2 and 4, Other. tools pertinent O this

broOder.boSe of eValuation,7_andAeveloped andt(or used by the Laboratory for this
\

Purpose.are the Classroom Observation. Inventory developed by Stanford Res arch-L

Jnstitute,and the Purdue Teacher OpiniOnaire (chapter 4)-, and the Parent Interviews

(chapter 5) In using these instru*nts we are departing from the usual narrow

- A
focus on child outcome variables, and pealing With *gram effects or outcomes in

other:fareas. However, our discussio s off.thse tools are necessarily brief

essentially ust what is needed fo thisjarticular evaluation. In part they have

bee introduced An previOuspapers,.aAd in,pOrt they need td be dealt with

seplrately, in reports for which'reOurces will have to be allocatedin the future.

A



This report reflefts a variety of intensive efforts, that pursued both these

goals. However, because of the complexity of the,problems'and the:liMited- resources

available, therepdrt. does not make conclusive:statements of program. success.

The report can,, hOwever,icOntribute to identificationcf some new directions for
-

future evaluation.

Notes to Aid the Reader

Throughout the report, 11 use.theJollowing acronyms:

HS -Head Start

FT = Follow Through

PV =.Planned Variation

REP = Re;ponsive Educational Program or Responsive Rrogram _

PAC = Parent_Adyisory Committee

PA = Program Advisor

TA = Teaching Assistant

FWL = Far West Laboratory for Educational Research and Development

.Planned Variation in Head Start and Follow Through

P,lannedVariatitninHeadStartandFollwThrough aTerehensive educa-11-
ti\onil program built upon the foundation of the `various Head Start and Follow

Through educational models. Both Head Start; founded in 1965, and Follow Through,

established in 1967, were designed as "compensatory education" progr'ams, 'directed

toward off-setting the negative effect'S of poverty on'a child's educational

40P

attainments and potential. Head Start provides special educatiorial experiences

.

for pre-school children from low-income families; Follow ThrOug14 as an outgrowth

Of Head Start, extends. theSe services, AD the lower priMary school, 'kindergarten

through third grade:
1



It was primarily evaluations of the Head StaMprogram which pointed to the

need for a Follow Through program. Though Head Start produCed a positive effect

on pre-:school children's achievement during their year of participation, it was

found that, on entering theipublic School system, these children did not sustain

the rate of development (Bissell, 1972). In order to provide Head Start "graduates"

with additional support inthe elementary years, an amendment to the Economic

Opportunity Act in December, 1967, officially authorized:

//
A.program to be known as "Follow Through" focused primarily on
children in kindergarten and elementary school mho were'primarily
enrolled in Head Start or similar programs and designed to provide
comprehensive services and parent participation activities.:,..which
the Director finds will aid in the continued development of children
to, their full potential.

As a means of implementing the Follow Through program,'individuals, educational

institutions, and private organizations that had worked extensively in early
(--

childhood education were asked to submit to Follow Through proposals of instruc-

tional approaches. These were evaluated on the quality of their well- developed

ideas for newinstructional strategies and 14 approaches were initially'identified

for implementation in the Follow. ThrOugh progrim.

.Shortly after. Follow Through was launched, it became apparent-plat there was

a need to arrange for children to experience the same educational model in both

Head Start and Follow Through. Since the tw programs are adminisikered by different

N

federal agencies, no provision had been made to assure that thererwasia continuity

of type of educational experience from Head Start to Follow Thr40; ThUs, the

notion oaf a Head Start Planned Variation Program where
.

Head Starft children in a

specific model would flow into Follow Through classrooms utili ing the same model

was developed. Ih1969,,eight_of the original 'fourteen Follow Through sponsors

implemented Planved Variation programs in a limited number of their Follow Through



districts. Planned Variation in Head Start and Follow Through,:by providing

children with four continuous yearslof a systematiC edutatiOnal experience,;repre7

sents the Most Comprehensive educational experiment now beIng-condUcted by the

federal government. .

This report deals with the ResponsiVe Educational Program;which was chosen

as one of the models °to be developed'and-implemented with federal funding suppor

9
The kesponSive Educational Program

Assumptions and "Objectives
o_,

The Responsive Program hadLits origin in development work begun at the New

Nursery-School in Greeley., Colorado; it has since been extensively revised and ex-

panded by the'Early Childhood Division of the Laboratory.

The Responsive Program is 4sed on several fundamental assumpttons-about the

edycation of young children. The first is the notion that the family has the right

and the responsibility to participate in the education of its children. The educa-

tional institution has the responsibility to involve and respond the parents.

A second assumption is that' any, formal educatiOnal program should provide a

variety of alternatives, to meet the needs of the Parents and their children. For

example, some parents of pre-school children will want or need-day-long, year-

1

round day care-Service for their children; others will need.three to five hours in

/
.

40Ja classroom setting; still others will need assistance in working with,their chil-

dren.

-

AreNat home,

1C., A third assumption i that..-the educational program should be responsive to

I the learner's background, culture, and life style. For egample,Af a child is

Mexican-American and speaks Spanish, the educAional program should respond by
'7



.
using materials that are,relevant to_hibackground. and that reflect his cultural

heritage. The language of instruction should, include Spanish whether'in a bilingual,

program or in a program in which English_is treated as-a second language.

These assumptions lead to one of the major goals of the program: to help

maintain and develop a pluralistic society. Instead of the "melting pot" goal of

blending differing groups into a'single smooth mass, the aim should be to develop

a "tossed salad" of-different Cultures And life styles. The ideal of the "tossed

salad" is to enhance...the values and uniqueness of the different groups so that they

complement each other. Because the objectives of a pluralfstic society differ from

traditional objectives, there are three major educational implications.

1. The public schools must-take into account what, learning children of

Various socio-cultural backgrounds bring into-the. classrpom,----

i

The schools must build on'the= different learning-to-learn styles

children have developed.

3. The-schools must be more responsive to individual children and their

parents.

The program represents an effort to create a learning environment that is
, .

.
.

. .
.

truly responsive to.all children. Tile major emphasis is on "learning how to

learn," on developing problem-solving abilities. The Responsive Program

emphasizes that problem-solving is the essence of learning..

Irk accordance with this notion, the primary objectives for the classroom are

1.1 To help children devielop a healthy self-concept.

2. To help children.develop their intellectual abilities.

A child has a healthy self-concept in relationship to learning and school if:

1. He likes- himself and his people;

2. He believes that what he thinks, says, And does make a difference;

3. He believes that he can be successful in school;

1.

4. He believes that he can solve a variety of Problems;-

.6



5. He has a-realiStfd estimate of his own abilities andlimitations.;=

6. He e;(preSsef feelings of pleasure and enjoyment.

A child iS\developing his intellectual ability if he can solve a variety of

iproblems. In or er,
,
:to solve problems, the learner must develop:

1: HiS Sens s*d perceptions beCause,the senses are the source of. data.

for the t nought process;

2. His laligu ge ability because language is,a tool of the thought procegs;

3. His concept-formation ability because ht needs to be able to deal

with abstractions and to classify information to organize thought.

These_two objeciive of :the Responsive Programthe development f a healthy

self-;concept_and:of intellectual abilities-, are interrelated and interdependent.

.

In order to learn', alperson must have a basic self- confidence, see:himself"as a

worthwhile person, /arid recognize his-own ability to learn.

This basic self=Confildence comes from having a healthy sAf-concept. The

healthy self-conCept -is therefore crucial, to the development of intellectual

skills. The development of intellectual, skills nourishes and promotes the growths

of the self-concept.

As the name "Responsive" implies, the program seeks to develop an environment

that respondsAto children as it :moves toward achieving the objectives stated above.

The principles supporting a Respons ve approach are:

1. Children learn at different rate

ny

2 . Chi ldreR learn in different waj/s.

3. Children learn best when they are interested in'what they are learning.

In accordance wfth these principles, a Responsivelearning environment is one

that, by providing varied experiences



1. Permits the learner to explore freely, within theistructure'provided by

the teacher;

2.. Informs the fearner immediately about the consequences of his actions;

3. Is self-vting, with events occurring at-a rate determined by the learner;

4. Permits the learner to make full.use of his capacity for discovering

rolations of various kinds.;

Is structured in such a way that the learner is likely to make a series

of interconnecteddiscoveries about the phYsical, cultural, and social'

world.

The activities within the environment are autotelic; 'that is the activities

are self-rewarding and do not depend upon rewards or punishments that are unrelated

to the, activity. For a self-rewarding activity to be autotellt, it must help the

learber_develop a skill, learn a concept, or develop an attitude thatis .useful in

some other.activity. Autotelic activjtieSare'inteptionally designed te'reduce the

'rewards ft* success or the*punishMent for failure-to:tolerable limits for,Ahe

learner and for satiety; thut-,..the learner can;Master:.sOme,7-skill. that is useful:in'

life, but that often cannot be learned through.direci experience since the eatof

failure is too great to tolerate.

,The Delivery System

In 1967, the Early Childhood.Division of the Labaratorybegan.developing'an.

experiMental in-service training program forteachers and teachins'assistants.*

*.Throughout this report the terms teacher and teaching assistant are Used
\separately when specific referenceis made_ to the-.group and interchangeably
)When referring to their role in the teaching process. Teaching .assistants
(not-aides) are usually parents frovii the community; they are perceived as;
and trained to be; an integral part of.the classroom teaching/learning process.
Each HS or FT class includes one fulltime paid teaching assistant.



The training program was designed to help them implement the Responsive Program\in
4.,

their classrooms: The following year, several people from each community ,were I .

selected to be. Program Advisors. The PAs received additional Laboratory training;

each,. in turn, trained from ten to fifteen teachers and the same number pf.assistants

in the use of the, program. The training model and delivery system that have been

.

developed since then have the characteristics deScribed below:

The Laboratory staff/Conducts a two-week workshop for PAs prior to the begin-
/

ning/of the school year.' After the PAs return to their centers, each conducts'a
/

/

four-day workshop for teachers and assistants before class sessions open for

children. During the' school year, the. PAs conduct periodic in-service, workshop

for teachers and assistants; each session is designed to introduce content, materials,

and procedureS to/be,used in the classrooms. Thebasic procedure encourages the PAS

to introduce the new content or the new skill by conducting a,discussion, or by

illustrating the skill with another teacher showing the-behavior model (videotape
/ ,

is one method employed), or by demonstrating the, use of materials. The teachers

and assistants then practice in their indivldual classrooms the following week,

report back on the process, and either move on or repeat the operation.,

The weekly workshop topics and related classroom activities for the Responsive

pre-school pPogram are outtined in "Training Unit. Outline Guides." A notebook

entitled In- service Teacher Training in the Use of the Responsive Program

(Nimnicht, 1971) contains the outline guides and background articles-describing

the procedures and approaches' Of the Responsive Program. A Handbook for Teaching

Assistants in the Use of Specific Responsive Toys (Nimnicht et al., 1971) and a

Guide for Learning Booth Attendants.(Barnes et al., 1970) have also been, developed..

Additional materials are contained in The New Nursery School (Nimnicht et al., 1969),

a paperback and six accompanying booklets that include 64 learning episodes.-



The program also uses 16 film clips in which-teadhers model the use of_

learning episodes; other classroom behaviors are'demonstrated on videotapes.

In addition to conducting the workshops, thejlks,spend at least three hours
'

.

every three weeks in each teacher's classroom-to'observe, demonstrate, or join the
(

teaching staff in' working with the. children.

The PAs return,to the Laboratory-for at least three additional weeks of\train-

ing during the school year and receive some on-site training when the Laborators

staff,visits each center to observe and evaluate the effectiveness of the pir am.

Evaluation Concerns

The operational requirements of an educational program such as, Head Start or

Follow Through Nnit the choice' of an evaluation design. Randanization as not

possible in the assignment of students, -teachers, classrooms or schools/participa-
.

ting in the program; furthermore, equivalent control of comparison 9u0s was not
,

possible. .As a result, the evaluation could not be based on a before-after design

characterized by random-assignment of children to experimental and co trol groups.

)

Infliost research on Head:Start and Felow Through, control or comparison groups',
I \

are usuallIvsimilar groups in the same school distritt or in'a neighboring district.

Often comparison groups are "whatever is available."

"'Consequently, the - Planned. Variation program should be Odwediasa developmental

curriculum study and not as experimental-in the strict sense; M re-accuratelY, it

represents a quasi-experiment in several natural settings. Dat collection procedures

may follow planned schedules, but little control is possible over the specification

and scheduling of experimental treatments.' Treatment is cumulative and, follows the

Responsive,Program objectives. The extent of the treatment is, we feel, correlated

with the degree" of impleMentation, aid-the degree of imoiementation,As correlatO.



with outcome measures.

Perhaps the most critical consequence of the quasi-experimental character of

the HS/FT Responsive Planned Variation Program from an evaluation standpoint is that

each community.program must be treated as essentially a'seParate quasi- or pseudo-
, !.

experiment.. For this reason, comparisons of results across different communities

cannot hecast in terms of statistical tests based on-randomization. ,Where

comparisons are made across communities in this report, theyare made on a logical.

rather:thaw-a mathematical basis.

In each of the communities that constitutethe-baSicstUdy.-tample, comparison

groups were identified whenever possiblOnd their collaboratiOnobtained so-that

it was possible to contrast children on various characteristics.' However, even in

cases where comparison groups were tested, such groups were often

not similar to the experimental group as would have been ideally preferred. lin

most cases non7program'groups' represented higher socio- economic status.. In view

of these circumstances, comparisons made with non-prograntgroups tend to be biased

in favor of comparison groups. That is, such comparisons would be_unfairly

loaded against the hypothesis of (relatively) successful REP iinplementation..

;.'.

Program Implementation Outcomes

., .

The Oil of research is'to make reliable criterion statements. Traditionally,

program-objectives-are translated into criterion statements; then data are collet-

1

---_

ted and compared with hat of non-treatment groups to test the significance of the

differences. Too often, criterion statements on child outcome variables are

examined before program implementation is determined. Inthe previous section the

delivery system implementing the REP was described. The diagram below is
.

presented to help clarify how the relationship, between implementation and outcome

is conceptualized in this report.

11



IMPLEMENTATION/DELIVERY SYSTEM` "-,

Far West Laboratory.

Responsive Educational
Program

Program Advisor _District HS or FT
Program Director

COmmUn4ty `Classroom Parent Child
SchboLSystem, -PrOCess Participation Services

Level 1

experiences

Level 2.
experiences

Level 3
experiences

As indicated previously, the Laboratory trains Program Advisors who work at

the focal_ level 'to' implement the various components-of the Responsive educational

Process. PAs work, with the school system to make it responsive to parents. PAs

train teachers to create a. classrooiwenvironment that responds to the child. PAs

work with parent groups to set up participation and involvement programs. The PA

sees to it that child health and nutritional services are delivered. Ultimately,'

these changes will affect the child's life chances. 'Outcome data for Level 3 are

not ready for presentation at this time. \

This report will Colic rate on`' Level 1 and 2 experiences. We will focus on

the PA, the educational stitution, the classroom, and the parents to determine

progam.effects. Child/data that are' reported will support program effects at

'Level,

r'7,;

Position on Evaluation of "Compensatory EduCifion" Programs
°/

To understand the methodology and nature of this evaluation report, it is

12



,

necessary to understAnd hom:the Responsive PrograM views "compeftatory education."

Thelove'rall,'scheMe for this report reflects a different set'ot notions underlying

"compensatory education."' The background-and.rationale for our approach are dis-

cussed at lepgth in a paper 'entitled "A New Direction for Compensatory Education

. Programs" (Nimnicht, et al., 1972), which is available and is considered a support

document for this report. The followingummarY paraphrases from that report:

-L

Basically,the general theSiS is that schools
\

and society are failing large

numbersTof children. One.group includes children growing up INenvironmentS that

do not provide the basic requirements in terms of food;\shelter, health, and adult

Attention to insure there is no stunting: of physical, psychological, or intellectual

development. This group is environmentally deprived. Further, this type of depri-
.

vation is not limited to any social, economic, or ethnic group.

Another group of children fail because they differ from white middle-class

children. This approach evolves from'two central notions: a family's ability to

attend (ATA) to a child and the community's or school system's ability to respond

(ATR) to a child..

The Ability to 'Attend/(ATA). The ability of a folly to attend (ATA) to a

child's physical needs are' reflected in the expectant mother's care and the subse-

quent adequacy of food, shelter, and health care for the child. We believe that

the lack of adult attention is one of the major factors in environmental deprivation.

Consequently, variables in the environment 'that drain off adult time and energy

affect a parent's. ability to attend to ,a child. IWe contend that parents' ATA-is

reflected in a failure of social institutions. No expecting mother should be

unatterlded, no family should be undernourished or have'inadequate health care. If

a mother is the only adult in the house and must work, she should either be able

13



s.

to stay at home and attend to her child'or receive adequate child care while she

works. Further, a. dirty, dangerous,.crowded, noisy, and/or polluted environment

that surrounds the home reduces the family's ATA and reflects a failute by social=

institutions, not by the parent or the Child. ,Providing adults with time and ability

to attend to the child is only one part of the problem.

The. Ability to Respond(ATR). With reference to an educational, program, the

school's ability to respond '(ATR) to the child is crucial for child development.

In the present system, schools arc designed to serve (a) white middle-class children

who come-from families with values in accord,With the teacher' or (b)'ather
-

,.

children who want to be like white middle-class children.

In our present educational system, the curriculum and procedures,to teach

that curriculum reflect a low ability to respond. Procedures are based on the;:.

"lock-step" notion oT children at a.given level, usually based on age, and the

massing of a large group ready to learh the same lessont Yurther,1 children-are

motivated by-extrinsic factors (adult prais'e, grades, avoidance of failure; Peer

pressure) and not by an internal desire to know, to learn, to explore; 'or-to figure.

The curriculum reflects the "melting Pot" theory and essentially is designed

to produce educated bite citizens who aeere to the same set of values. The

study of history in the schools strongly supports this contention. History text-
,

books concentrate on the role of Europpans who landed op the North American coast

and not on the role of the Native Americans who-preceeded the Europeans. Also

the historical contributions of the American Black or the Native American are q

relatively untouched; when discussed", they are misrepresented.

Consequently, the extent to which a child and his family differ from the

"ideal" child the school is equipped to teach determines the extent to Which the

system is handicapped in terms of responding to that child. Both 'clusters Of



variables (AlA and ATR) must be considered and incorporated into any evaluation of

"compenSatory education". programs. The pre-existence of varibbs commeitY'Conditions

definitely_Mloences implementation of an educational model such as the

'ResponSive Program.

In this report,.a preliminary attempts made tolook at these constructs.

Existing census data on each Planned Variation community were retrieved to study

gross ATA variables such as population density, value of homes, housing-that lacks

plumbing, and mobility of population. 1pformation on the number of sibling in the

fampy, numberlof homes with fathers, whether or not the mother works, etc., was

.a
collected to estimate the'family's ability :to attend to Children- One measure

of .the schools' AIR is the degree Of congruence between values of children and

teachers. To explore this area we compared the ethnicity-of teachers'with the ethnic,

composition of the children they teach. We realize that these are crude indicators,

. /
but they point to directions for future research and eValoation.

It is-tIear that. various.approaches to.education, such as the RespOnsive Program;

will be more .successful where 06-eXisting corJitions are,conductve to implementation..

Further, programs will also function best where AIR conditions are now or can become

most favbrable. If a program's objective is to imProve a school system's ability to
..

.

respond, the success of the programstwold be evaloAtedalong that dimension.

%,

F2112flpiperjence

One final .notioniS importoit. Changes in the form 'hf educational experience

constitute a meaningful and valid outcome. For example,,if there is evidence that

chi ldrei in 1:espensive HS or FT classrooms ask more questions or are offered more

educated choices; or are demeaned less, objectives related to these process, variables



will be considered satisfied. It is'not.necessary to relate questioning behavior

to changes in achievement test performance for validation of process changes.

Classroom process changes, like-other program variables that meet our require-

merits of value, logic, and,sense of taste, are valid in their own right upon

evidence of their occurrence.

Organization of This Report

- The remainder of this report focuses on evidence concerning the Laboratory's

/.
effectiveness in deliveriligstraining to local program Advisors. The report also

evaluates the ability of Program Advisors to train teachers, to implement Responsive

Program procedures. The report also examines the School System/Community and the

'Paren; Component for indicators of successful implementation. Finally, child out-
,

comes are discussed. , There is one chapter devoted to each of these areas: Program

Advisor, School System /Community, Classroom Process, Parent Participation, and the

Child. At the beginning of each chapter, specific objectives related to the topic'

of that chapter are listed along with a chart indicatirighe available data relating

to the objectives. Some of the Objectives listed may not be discussed extensively

in the context of the chapter because limited resources have limited evaluation

.
1

efforts. Child services such as health,-dental care, and nutrition are an integral
. _

. . .

part of the Responsive. laiined Variation Program, ,but an evaluation of these
)
compo-

4.

nents is beyond the scope of this report.

Ultimately, all the components of the PV program are designed to benefit the

child. However, only a small portion of the programs effects on children are

discussed in this repOrt. These effects a primarily related to performance on

standardized' achievement tests. It is clear hat these data are remote from reffec

ting the major goal 2of the REP Planned Varia ion program, which is to increase the

life chances of children.

16



CHAPTER 2

THE PROGRAM ADVISOR

Objectives for the Program Advisor
Far West aboratory

Responsive Educational 1. To train teachers andleaching-assistants
Pr.gram

to implement the Responsive Educational
Program.

Program Advisor District HS or FT
Program Director

2. To act as a resource person and to provide
feedback to teachers on the progress they

Community . Classroom i Parent Child are making in implementing the program.
school_ System Proces.s ParticipStion Services

L._ ..._ To promote understanding of the Planned
Variation REP in the school system and

T6 child the community.

To facilitate the involvement of parnt
in the Planned Variation REP.

5. To act as a liaison betWeen the Laboratory and the school system. 1

6. To assist the Laboratory in evaluation activities.

'Data to: be Presented

Sources Community

,

PA Self- Report of "Use of Time"

HS.' FT

i X X

HS TT HS :FT

'X '1X

HS

X

FT

Teacher Respon...ies to Question's.'.

About PA
r,

. . ,

Teacher. Report of Fortes That
Influence TeaChing

X X X X X X

..-

X. X.,,.

-,,,,

4
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The Role of the Prdgram Advisor

The underlying princi4s0he Laboratory's training program is that program I

Competency should be developed at.the local level and that the Laboratory, over :

time, should disengage itself from local program development. Also, the ttaining.

program should have'thePZiential of-reaching large numbers of teachers and teach-i

ing assistants. To accomplish this goal, the training delivery system focuses on

the Program Advisor (PA).

The Program Advisor is first a trainer of teachers, a teaching resource person

with the following job description:

The Program Adviisor will be responsible for ten classrooms-and for the,
training of ten-teachers and,ten teaching assistants in these classrooms.
The Program Advisor will visit each classroom at least one-half day every
two weeks to observe, demonstrate, Or teach along with the teacher and
teaching assistants. The Program Advtsor will arrange to have the-video-
tape recorder. moved from classroom to classroom and to-critique the video-
tapes made by the teachers and teaching assistants.. The Program Advisor
will assist the Laboratory in making observationt_af the teachers, in testi-
ing the children, and collecting other information' for evaluation:

!

Program Advisors also perform other duties related to implementation of the Respon-

sive Educational Program.' Besides assisting .With the classroom process in sucli
-

Iareas as planning, classroom control, and te4her/teiChing assistant relationShips,

Program Advisors are responsible for increasing the amount of parent particiption

and involvement and for working with the school's administrative staff. Their job

also includes attending meetings with other Read Start or Follow Through staiff,

administrators, and community groups, and helping the tekhers with parent involve-
,

men t-

Program Advisors are selected by; the school system. They attend Labo/atory-

conducted workshops and use Laboratory-developed materials to carry out local training

programs. Program Advisors usually begin their training of teaching before the open-

ing of school by conducting four-day workshops for teachers, teaching aSsilstanis,

18



and concerned community people. These training sessions, which focus on giving

. .

:.participants an overview, of the Responsive PrOgram, may include in-depth demonstra-.

tions of elassrbom,management techniques for those who are more familiar With the

prograM. During the year, Program Advisors continue to conduct a series of in-

service workshops for teachers and teaching assistants.

In order to evaluate the degree of-suCcess the Laboratory has in training'

PAs, the Laboratory collected information from the PAs and the teachers/teaching

assistants. relating to the PAs' role as trainers of teaching. First, Program

.Advisors themselves were asked to complete "Use of Time "-forms at the end of each

A

month to give an indication of their day-to-day duties and the time.spent in

various aspects of their job, Secondly, teachers and teaching assistants were

giVen 'questionnaires which contained questions relating to Program Advisor effective-

ness. Also, teachers were asked to complete an instrument indicating the relative

impact of various.forces, such as the PA,-,upon their teaching.

Program Advisor's "Use of Time"

The Program Advisor's "Use of Time" data are presented in Table 2.1. The

data are somewhat sketchy, owing to the facts that Program. Advisors were asked to

complete the "Use of Time" forms only at selected times during the 1970-71 and

1971-72 school years, that no forms were received from Program Advisors-in Comm-

unity C, and that only Head Start Program AdVisois in Community VretUrned forms.

Nevertheless, by summarizing the available data across districts, we can obtain

some indication of how Program Advisors spent their time.

In general, Program Advisors spent from one-fourth to.one-third of,their

time working with classroom-related activities, including in-class demonstrations

19
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and visitslnd Out-of-class teacher - training workshops. Two other major blocks of

time were spent in Area I, attending meetings and local conferences, and Area III,

performing Laboratory and,aocal administrative tasks.

It wOul(d, of course, be ideal if the Program Advisors could decrease the time

they Spend in administrative and public duties to allow more time to be spent in

the classrOoms. However, the real situations in the:communikies require the Pro-

gram Adyisors to perform many important administrative duties. One Head Start

Program Advisor indicated that these administrative duties included writing por-

tions of the Head Start proposal, developing and-budgeting training sessions for

substitute teachers and volunteers, operating as a resource person for school

staffing, and interviewing andhiring teachers and teaching assistants.

Program Advisors indicated that they had not spent much time_for "parent
:4-

meetings." It should be pointed out that the PAs' role in parent involvement is

to assist the HS or FT director or the PAC chairman who-usually has the responsi-

bility to get.parents participating ln the PV prograM.' hus the data should not

beinterpreted as PAs' failure to involve parents.

Questions Relating to Program Advisors on
Teacher/Tea-chinq-Assistant Questionnaire

Teachers and teaching,assistants, who receive the training given,by Oro6ram

Advisors, answered questions relating to thejteacher/Program Advisor relationship

and reacted tothe-quality of training they received from the. Program Advisors. The

.

questions were.part of a questionnaire givento.teachers acid teaching assistants dur-

ing the1,1970-71 school year. The questionnaire is described in Chapter IV.

Insermice -Trainin

Teachers and teaching assistants were asked, "How,freqUently do you have,in.-:

service workshops for the'ReSpOnsiVe.Mddelr The data:.-are presented in Table 2..2.



Note that in-service workshops conduCted by. the Program Advisors are held monthly

in Communtty B; that workshop is held weekly in Community'C; and that workshops

are held bi-weekly in Co unities D and E.

TABLE 2.2

Frequency of Responsive Program In-service Workshops:
Question: How frequently do you have in-service workshops
for the Responsive Model?

B-(n=45) C (n=44). . D: (n (n =29) (n =29) Total (N =157)

Weekly

Bi-Weekly

Tri-Weekly

Monthly

2%

7%

24%

67% -

88%

5.%

94%

3%

3%

31%

\ 66%

3%

31%

34%

11%

24%

,---'--

Tpachers and teaching assistants were also asked, "Do youjind in-service

workshops responSive to your needs?" Responie data are presented in Table 2.3.

The responses indicate that most teachers and teaching assistants did find the

workshops responsive to,,their needs. However, it should be noted that one-third

of the respondents in CoMmunities D and E disagreed with the question, which has

implications for program development in this area.

TABLE 2..3

Teacher and Teaching AstiStant Satisfaction with
In-service Training. Question: Do youjind the
in.-service workshops responsive to your-needs?

B ( =53). C. (n=36) D (n=27) E (n =28) , Total (N=144)

Yes 94% 81% 67% .68% 81%

No. 6% 19% 33% 32 %. 19%
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Data from Tables 2.Z. and 2.4 and teacher turnover (see Chapter 2) suggest

that it may be necessary to adjust the frequency of the workshops to the needs of

the teachers. New teachers may benefit more-from weekly Workshop's while experienced

ones may prefer bi7weekly or monthly workshops. Teacher turnover data indicated

that Community B had more experienced teachers (56%) for 1970-71 school year. Most

workSh6ps were held monthly there ,and .94% of the teachers expressed satisfaction

with the workshops. ComMunities D and' E had mostly new teachers (67% and 75% re-

spectively): and this may be. the reason the workshops were held more often in these
.

communities. :However, about one-third of the teachers in each community expreSsed

dissatisfaction with the- Workshops . s possible that 'it is more difficult' to

train new teachers.

Aside from evidencing general satisfaction or dissatisfaction with in-service

workshops, the respondents made comments that ranged from a desire to visit other.

REP classrooms, through requests frr teacher demonstration, to requests for infor-

,--6-7

[nation on handling discipline problems , child devemopMent,. and child psych&logy.
'

Relationship with Program Advisor

.-Teachers and teaching assistants were asked, "Do you have difficulty working'

with the Program Advisor?" .Tab3e 2.4. indicates that over 95% of them indicate no

difficulty in working with the REP Program Advisor.

TABLE 2.4

Teacher and Teaching _Assistant RelatiOnship with Program Advisor:
Question: Do_you have difficulty working with the Program Advisor?



Educational. Forces Inventory

Asa. means of identifying the forces other than children's needs that influ-

ence teachers in the program, the Educational 'Forces Inventory (EFI) was admini-

Stered to Follow ThrOugh teachers and teaching assistants in May of 1972. A copy

of this inventory appears in Appendix D.

The EFI, devised by the Laboratory, consists of three related, tasks. First,

each teacher was asked to rank a list of thinteenforces from most important to

least important according to how each one i7fluen,ces her,own teaching. The thir-

teen forces were Principal, Other TeacherS, Patents, Curriculum, Testing Pro-

grams, Statewide Mandates, Physical Facilities, Social Environment, Curriculum

Personnel, Director, Program Advisor, arid/Teaching Assistant/Teacher.

Next,. each teacher' was asked to distribute 100 points among the thirteen

forces, in this way indicatir6 their re
4i

ative strength. rinally, each 'teacher was

directed,to inecate for each of the fOrces'whether it'was a'-positive, negative,

or neutral influence on'her teaching.i Six response options were allowed: strong

positive influence, more positive tfian negative influence, more negative than

positive influence, strong negative influenceeclually positive and negative in-
,

4'

fluence, and no influence.

Essential data.for the EduCational Forces Inventory are 'given in Table 2.5. .

The 'data arepresented,as-mearranks. for each of the suggeSted edUcatignal forces
0

fOr each of the fOUr 'REP Planned-NariatjOri cOmmuities.' COmmunity dati'are'pooled

for the four-coM0phitiet and.t!iepoOled ranked. The rank order=.

ing of- the mean 'ranks

teachers colleotiVeli'PereeiVe the.effe4'

is intended-tOpresent a spectrumhof-how ,this. .sample .0f,

Figure 2.1 provides a way

mean rank's for the thirteen

ed6cational.fOrces: on their teaching..

Of illustraOngithe relative. diStantes-betWeeh the

educatiOnal forces. When one looks across the thir-
.
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TABLE 2.5

Men Ranks of Educational Forces_That Influence
eachers for Planned Variation CommUnities

44

Factors That Influence

PPincipal An the school where you
teach,

Central,,., office administrative

personnel

Other teachers in your school

Parents of the children in your
class

Curriculum prescribed by the
district'

[ Instructional programs,uSed to
measure educational gains

Statewide mandates- on certificatiOn,
curriculum, grading, etc..

ry The school's physical facilities

The social envtronmentof the
community'

Corrective.curriculunpersOnnel
°who -*came tei'your room,

readingspe&Witt, etc.

Director of the Follow Through
Program

ProgramAdvfsor who works most
with yoU

1 The teaching. assistant (in yOr
clasSroom).

MEAN RANKS

COMMUNITY

C D

Four Seven

Planfied,ReSOOn7
Varia- .slve

ti on P,rOgram

CoMMUif.

Planned

ti on

Rank

Order*

PrograM
Rank,

Order*

3.7

6.3

4.7

11.9

7.9,

7.1

5.6 5.2

9.6 10.0

10.6 10.4

5.6. 4.6

6.4 5.4

8.3 9.7

4.5 7.5

11.3 10.9

7.1, 6.0

6.4 6.4

6.5

i :1

11.1

-.6.3:

5:7'

7.9

5.1

10:,8

11.7

5.0

6.8

6.7

4.8 4.8

11.2

T.1

9.8.

7.7

6.7 6.8,

10.1

; 4.9

9,3

10,8 10.9

5.4

5.9

3

13

9

8

5

11

12

4

"2-

12

9

6

3

U

13

5

8 `",--1
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Non-Follow Through Teachers
in 3 Planned Variation
Districts, N=44

,Curriculum (2.06)

Principal (3.27)

Social Environment (5.00)
Physical Facilities (5.18)
Testing Programs (5.41)
Other Teachers (5.47)
Parents (5.50)

Curriculum Personnel (6.77)

Statewide Mandates (7.63)
Central Office Administrators

Mean
Rank

2.0

2.5

3.0

3.5

4.0

4.5

--- 5.0

5.5.

-6.0

6.5

7.0

7.5
---

(7.70)-
8.0

8.5

9.0

9.5

10.0

10.5

11.0

Kendall's tau for ten comparable "forces" for the two groups.of teachers' equals
Ar

Follow Through Teachers
in 3 Planned Variation
Districts, N=76

Program Advisor (3.72)
--Teaching Assistant (3.83)

Principal' (4.84)

Physical Facilities (5.55)
Curriculum (5.63)

Other Teachers (6.36)
Social Environment (6.37)
Parents (6.57)

--Curriculum Personnel (7.83)
Follow Through/Director (7.95)

Testing Programs (10.01)

Central Office Administrators (10.4f)

Statewide Mandates (11.00)

point sixty -four (.64) with p <7004.

Figure 2.1. Comparison of Mean Ranks of Follow Through and Non-Follow Through
Teachers in Three Planned Variation Communities.
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-
Figure\2.

Mean
Rank Educational Forces

3.5

4.0 Prolgram Advisor (4.0),Y
Teaching,Assistart (4.2)

4.5

5.0

5.5

6.0

6.5

7.0

7.5

8.0

8.5 --- Curriculum Personne) (8.5)

9.0

9.5

10.0 Testing Programs (10.1)

10.5
--- Statewide Mandates (10.8)

11.0
Central Office Adniinistra,ors (11.2)

11.5

Principal (4.8)

Physical Facilities (5.4)

Curriculum (5.5)

Social Environinent (3.9),

FT Director (6.3) _

Parents ('6.7)

Other Teachers (7.1)

Mean Ranks of:Educa0onal ForceS as-45ercOived by FollOw, Through

Teachers in-Folir Planned yariation.Communttie, N=92.



teen forces, it seems clear that teachers rank-higher those forces which,are geo-

graphically nearest to them. Those forces manifestly remote from the classroom

rank lower. The Program Advisor, who is perhaps the key person in the implementa-

tion-of the .Responsive Program, ranks first as ap educational force on the teacher.

The teaching assistant is ranked a close second to the Program Advisor. In Figure

2.1 "breaks" occur fn the distance scale just before and just after. "Curriculum.

personnel whocome to your room." These breaks contribUte to our thesis that the

I -

perceived importance of-educational forceS is related inversely to their distance
I ,

__from the classroom. Curriculum personnel who visit the classroom are not tied to

the classroom; they represent district policy and, asse\en in these rankings; are

apparently separated perceptually from the school as a force. "Testing Program;"

"Statewide Mandates," and "Central Office AdminiStrators," each distinctly

separate from the school,,complete the thesis of importance of educational forces

and distance from the classroom. -

Since the Educational Forces Inventory is an experimental instrument, there-

-are no norms. In lieu of norms,' we'have presented in Table 2.5 the mean rankings

of teachers in seven non-Planned Variation Responsive Program.tommunities for com-

_parison purposes. We have indicated the rank order of the mean rankings for the

two groups of communities. It can be seen that the results for the two groups
.c2

are similar.

Additionally, in'three of the Planned Variation districts (Communities C, D,-

and E) comparable EFI data were obtained from.non-Follow Through teachers. These

teachers were also asked to rank various educationsal forces; only the forces

'Program Director,' "Teaching Assistant," and "Follow Through Director" Were not

included orr their list. The mean rank data presented in Figure 2.2 reveal an inter-
-

_resting figding. Whenthe rankings of the 10 forces that the non-Follow Through

28



group ranked were compared to the rankings by the FolloW Through group of the.

me 10= forte: it was fond that.the.rankihgs were similar. However, as indicated'

.

Follow Through teatherS ranked the PrograM Advisor and teaching assis

*tant as having:!theAreStyst.influence,on their teaaing. Thus,. in terms of the
. I.

factors whiph-ifirfluence their teaching Follow Through teachers are similar to non-
.

-Follow Through teact;'ers, except for the important difference that Follow' Through

teachErs are strongly influenced by the Program Advisor and the teaching assistant.

.-1The Strength44-directions of the various eduCational forces that.influence.

teachegs are reported in the teacher section (Chapter 4).Suffice it here -to say

that the Program-Advisoris clearly a tositively received addition to the school

..system.

29
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Summary

The ProgramAdvisor is a.key element in determing the extent of implemen-

tation and ultimately 'the success of the REP Planned'Variationrograt in each

community; The PA facilitates the impementation of the,REPby training teachers

and teaching assistants. In addition, the PA Must work to promote an understanding

of the.prOgram-on the part of the Fhool personnel and people the community.

The degree. of success on the part of the PAs in fulfiTlingithei responsibilitiesA.
also-reflects the effeCtiveness of the Laboratory's tralnlOg program.

Theclata presented in this chapter; indicate the folloWing co cerning. the role

the PAs are fulfilling:

(1) Program Advisors spent` about one-third of their time Working with

. teachers/teaching assistants in the classroom to help implement the. REP. In

addition, thty spent about one -tenth of their working time in planning-and con

dicting insei4vicewOrkshops for the teachers. Ideally the PA would be able to

lfivote more time in the cjassroom, but constraints posed by other j b responsibil-

ities limit the time she can spend in the classroom..

(2) The time the PAs spent with teachers in the classroom and the workshops

the PAS offered evidently had an influence on_the teachers. When asked to rank

order ll'educational forces that range from physical facilities to central office

administrators in terms of their impact on their teaching, the teaCherS indicated

that the PAs. had the'most imPAtlon their teaching.

(3) Dissatisfaction with the workshops was expressed by 6% of the

teachers in-Community B and 19% in Community.Ci but the torrespondingi)ercen-'

tages Were 33% Community D. and 32% in CoMmunity4 It may be _that the

differential turnover rates are involved herei since. Community D and Community E

had lOwer teacher turnover than the other two communities (see teacher turnover

data presented in Chapter 2). Thus, REP teachers returninefor their second

year may have had higher expectations for their trainihg for implementing-the

more complex program procedures (e.g., facilitating discovery learning)

30
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(4) .A vast majority of. the teachers fronall communities reported having
1

-
.

.satisf&ctory pOrking'relationships pith their PAs..

4,01,0

;)41.:

a.

1
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Far West Laboratory

CHAPTER 3/
THE COMMUNITt-AND.THE/SCHOOL'SYSTEll

f

rr

/Objectives for the CoMmunity and
,/ the'athool System

1

To sup'port.the goals land objectives of the
Respogsive Educational Program leading to
eventual instttutionalization of the program.

For the school syst4 to be'come responsive

to the needs of children from varied ethnic
and social backgrounids:

For the school system to accept its role
as an educational change agent responsible
to the needs of theicommunity.

To increase communication and cooperation
between the community and the school system.

Responsive Educational
Program / 71.

2.

3.

4.

J;O: - 1

Program Advisoi

/

District HS or FT
Program ()treetop.

.

Community.

School System
Classroom
Process

Parent
Participation

1 I /Child \,
'Services

'1/4

1

The Child 1

Sources

Data to be Presented
e

Communisti
rs'

Community Characteristics

B C
,.

D E

HS

X'

FT

X

HS7 FT

X X

HS

X!

FT

X

HS FT

X X

Child and Family Data X X X X X, X X

. ,

Teacher/Teaching 'Assistant /. ,,

Child Ethnicity-D4a .

X ,

Teacher Turnover Data X X

institutionalization Data X ,

_._

Implementation Ratings X X X ...X
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Community Characteristics

To evaluate program implementation as it relates to tht community and/or

school system, it is important to examine and understand the community* in which

the, program is being implemented. Consequently,general population characteristics

and various economic indicators of the four comim,nities will be-discussed, and im-

plications forjmplementation revealed by the various indices will be considered.

Population Characteristics

Table '3.1 summarizes various population characteristics' of the four Planned

Variation communities. All the communities can be classified as major urbanized

areas. Their central city populationsin 1970 ranged from 133,000 (for Community.

8) to 463,000 (for Community C). Population density was also greatest in

Community C (11,178:people per square mile), being almost double the national

. average for cities havng 200,000 or more inhabitants. The pOpulation densities

of Communities B, D, a 4 E

\
were less than the national average with Community'B

:laying the lowest o 1,280 people per. square mile.

The ethnic comptiSitiOn of the populations in these four communities is also

indicated in Table 3.1. When we examine these figures, several facts become appa,

, ,

rent. In 1970, all four communities had a larger white population and a smaller'

.concentration of other ethnic groups than the national average. For.instence, in
I

the U.S., whites constitute 77% of the population, whereaS Other ethnic groups com-

Prise 23%.. In: Communities B, D, and E, whites make up more than 90% of the ipopula--

tion', with other ethnic groups constituting less than- 10%,of the po*Olation. Only

*

District, Community, and Site are terms used interchangeably and refer to the
four communities involved, in the implementation process. To keep.the communities
anonymous, they are designated by the letters B; C, D, and E.



TABLE 3.1

Pre-Program Community Characteristics Affecting
Implementation, Ability To Respond"

35

N
_ .,,v

ational Bureau of'Census Information COMM
..

UNITIES. * -----J

POPULATION CHARACTERISTICS
.i,

B C : 0 E . National
Average

Population in central cities (1,000) 133- 463 176 155*

Total metroOblitan,pOpulation (1,000) 265 1,349 ) 558 411-

Population densityper square mile ,280 11,178 3,158 3,275 5,976*

Ethnic composition: 1970

White 98%. 79% 97% 91% 77%

Black: .. 1% 20% 1% 7% 21% ,

Other .1% 1% 2% .2% 2%

Population change 1960-70: (in %)

White -5.1 -20.7 -8,2 .1 -1.2

Black and Other 68.3 34.1
,:.

42.0 81.4 36.0

Median age ..

,--
29.8 31.4 28.4 29,4 . .29.3

Percentage of population
under five

.

'7.5 8.0 ' 8:8 8'.3 7.6

ECONOMIC INDICATORS
.

Year-round Units in central cities:

.

Lacking- some or. all.plumbing 1.0% 2.9% 2.7% 2.3%. 3.7%

With more than oneperSon Rer room 5.0% 4.7% 6,3% 4.7% 8.5%

Median value- single family home-. $13,600 .$12,900 $16,100 $1,000 . $16,500

Median monthly rent-
VI .

$71 $71 $80 $85 $91

Percent of total work force
unemployed . *

.

54 * 8-.3 .4,9

Local government direct
expenditure on educatian $44,3%

d,

$47.0 $65.5% $58.7% 45.0*

* Comparable communities
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Community C comes close to the national average With 79%.white and 21%_other ethnic

groups. Thus, of the four cOmmunities", Community Chas the largest percentage of

non-whites, the largest number of whom are Black; Communities B, a, and E haVe re-

latively smal percentages ofoion-whites, 1.5%,-3.2%,'ind .9.2% res'pecttveTy.

Population changes presented in Table 3.1 show that.OMO.ng the,decade.1960,-,

70, the population of the United States increased 5.2%. This increase was mainly

accounted, for by Black and other non -white ethnic groups, since the percentage,

of whites in the overall population diminished'during this period% Asa group,

the four REP Planned Variation communities had population changes similiar to,ki

but not identical-with those in the total U.S. In all communities, there was a'

growth of non-white-ethnic groups. The largest increase was in Community E,

where the non-white population increased ,by 81%. All communities execpt E

showed a decline in the white population during the ten7year period 1961-70,

withCOmmunity C showing the'.most marked decline. These population changes.

no doubreflect in part the migration of the white population to the suburbs.
!Y/

The median ages in Communities B,' D, and E (29.8, 28.4, and 29.3 respectively)

.closely:approximate the national average Of 29.3. However, tn ',Community C, the

median age was slightly older-(31.4). In Community B, the percent population

under five years of age is 7.5%, close to the national average of 7,6%. Communities'.

D, and E, however, contain somewhat greaterpercentages of children under

five, --8.0%, 8.8%, and 8.3% respectively:

Economic Indicators

the data used in this section to describe economic conditions in the communi

A36
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ties are inadequate. HOwever, the figures are used because theyTare readily avail-
.

able and-emphasize the direction evaluation shOUld take in trying to understand

more.about'pre-existing community characteristics.

Several housing indicators availableJrom.the 1970 census give some insightx

into the four Planned Variation communities. These include percentage of year-

round housing units'in.the central cities that lack complete pluMbing facilities,

the percentageof occupied housing units with more than one perSon per. room,

medianIthly rents, and home values.

Table 3.1 demonstrates that throughout the,nation, 3.7Lof the year,round

housing units lack plumbing. In compari sons Community --i3 had ,a greater-percentage.

(7.0%) of homes without plumbing. The remaining three Responsive communities were

similar to one another on.this index, and all fell below the national average

(2.9%, 2.3%, and 2.7% for Communities C,J), and E respectively).

Table 3.1.also.shoWs that nationwide in.1970-8.5% of the.occuptedhouSing

units in central cities were crowded (more than one. _person per room). Co6ared

.1
to the national figure, -there was less crowding:in the Planned Variation comMubi-

!I

ties than in most central cities. Among the -four, Community ahad the greatest.

percentage (6.3%), followed by.Community. 01(5.0%) and CoMmunitiet II and E.(4,7%

each).

As further indiCated in Table 3.1, the monthly rent4throughout the

country ih 1970 was $91.00. All'fodr Planned Variation communities had lower rents

than the national average. in Communities 8 and,C'rents were abbut $20.00 a month

lower.

Ag
Cost of housing information is also shoWn Homes in all four communities

were valuedblow thenationalaverage, wlth'Colpunity C having the lowest median

value ($3,600 below tee :national average).

Ok,



Unemployment rates* were also available. Figures on unemployment for two of

the communities were not reported in the U.S: census. However, the two statistics

available were both above the national figure. The higest unemployment rate was

in Community E,.where 8.7%.of the total work force (altilst twice as high as the

national average of 4.9%) were unemployed in 1970. The other community, C,

had an unemployment rate of 5.4% of the total work force.

The same table also gives the percentage of government monies which were ex-

pended on education in the four communities, as well as the average expenditure for

U.S. cities having 200,000 or more people. Outlays in Communities C and B approxi--

mated this'average, and in Communities .D and E (65.5% and 58.7% respectively) theY

were higher than the nation-wide figure.

Child and Family -Data

To collect moreAnformation on the children and their families, the Laboratory

asked HS PV teachersor teaching assistants to complete ''child demographic forms"

for'all children in their classrooms. The FT teachers or teaching assistants Com-
.

pleted\\\"demographic forms" for only the entering kindergarteners or first graders.

The two years' demographic data provide a fairly accurate estimation of several.

chili and family background variables: ethnicity,` family size,:incOme level,

mother working outside of, home, father not present at home. Some of these family

backgropd variables reflect, to a gross degree, a family's Ability To Attend ,,

(ATA) td,,a child.

For) dismission of underemployment and subemploymeht,.see "Crisis of the Under-
:
emOloYe0"'_3J.,W, Spring, 6.. Harrison, and T. Vietorisz, The New York Times

MagaZine,-November.5, 1972;p0. 42-60.0



ABLE 3,. 2

Family Abi 1 i ty to 'Attend (ATA) Indicators That Affect Implemrtati on

ATA Indicators

Communities

C

Total Number of Children
in Program (HS .and FT)

Economic level: percent of
fami 1 i es. within 0E0 poverty

guidelines'

Father absent: percent of
families wi th\ father absent

\ .

Working mother .percent of

fami 1 i es -where mother holds:

an outside job

Size of family: estimated
average number of- chi 1 dren

in' the family

626 729 456 459

67% 96% 91%

ce

82%

.35% 50% 32% 50%

29% 31% 29% 23%

3.7 3.4 3.6 4.2

4



Family Ability to Attend. Nimnitht, et al. (1972) have discussed the notion

of ATA as the ability of the parents or family to attend to a chilcrs physical and

psychological needs by proViding adequate.food, shelter, health care',band attention

for the child. Certain family conditions, such as economic level, presence of

parents, family size, etc., affett the family's. Ability To Attend to a child. An

economically poor family is less likely to be able to provide 'for adequate physical

needs. A child in a family without th< presence of a father And with the.Mother

working outside the home is less likely to, eceive adequate attention from adults.

Parents- with many children may have to divide their energy among more children and,

therefore, are likely tonave less time for an individual child:

Community C appeared to have the lowest rating on the Family ATA'indtcators

(see Table 3..2).. Community C has more families that are economically poor, that

have mothers holding-jobs outside the home, and that do not have fathers ,at home.

Community ,B has families that rated. a. little higher. on ATA.indicators. Compared to

the#Other communities, it has fewer poor families, fewer working mothers, anefewer

families without. the presence of father.

Child Ethnicity. 'Figures depicting the ethnicityOf children in. the.REP

PlannecrVariation,classrooms Are presented.i Table 3.3. Overall, the.chiTdr& in
1016

the program were composed Of 40.6% Black, 45.0% white, 8.5% Mexican-American, and

4,0% Native AMerican. Buk as the table shows, ethnicity varies .greatly from district

to district. The majority,of tha children in Community B 'were_ from white faMilies

and in Community C nearlj'all the children were from. Black families. In,Community 0,

47% of the children were white, 38% were Mexican-American, and 10% were Black: The

program in Community, E Consisted of 52% white 61.1dren, 40% Bla-k children, and a

small pereentage of Native American children,. Smiol. numbers. of Native American

children were'-Also_found in Community 'B 9%) and CoMmunity D. (3%) .

This information isi4rticularly-iMpOriant-in light 'of the'notion of the



school's Ability To Respond io its children. 'When-there. are_several different

group's of children in the schOols, as in Communities D and E, or when the'schools'

are composed primarily of children who COte-ffbm a different'ethnic background

than the teachers and administrators in the-, school, as'in Community C, then the job

of responding to the ne0ds of.all .)of the children in the schools becomes much more
',. .

difficult. Furthermore, the fact that children in the program are from many'

di fferent'ethni c groups places additional demands for versatility and relevancy

on the Laboratory training program.

TABLE 3.3

EthnIcity.of Children (Head Start and Follow Through) in Planned'Variatton Communities
(1971 Figures)

Percent- in various
ethnic groups. Across Districts. B

(N =626)

Communities

C D

..(N=729) (N=456)'(N=2270)

Black 40.6 8.0 :88.0 10:0

White 45.0 82.0 47.0

Mexican-American. 8.5 0.8 0.7 - 38.0

Native American 4.0 9.0 0.7 3.0

Oriental .0.5, 0.0 0.0 i 0.2

Oilier 0.9 0.0 .2.0 1.0

E

(N.=459)

-4110

52A

1.0

'5.0.

0,8

0.8
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The Children --
jrP777777--

In 1971, on the average, 93.5% of the Head Start (Children and. 82.5 of the

Follow Through children can be considered poor; i.e., their familiA-met the

Office.of Economic Opportunity poverty guidelines. One of the major-objecti e5 of

Planned Variation is to provide unique educational experiences to children from

lowincome families. These data indicate that the Planned Variation REP's were

successful in directing their efforts toward children from low-income families.

Furthermore, though we do not know the economic status of those PV children who

did not meet 0E0 poverty guidelines, it .seems safe to assume that a large propor-

tion are marginal or close to the 0E0 poverty classification.

Overall, the children in the REP Planned Variation classrooms were composed of

40.6%.Black,, 45.0% White, 8.5% Mexican-American, and 4.0% Native AW1can: iNip as
0

shown in Table. 3.3, ethnic composition varies from district to.district. The

majority Of_children in CommUnity C are from Black families and the majority of

.children in Community rare from white families: -

In addition, the community--B- program consisted of 9% Native AmeriCan children

and ih Community-0_38% of the children were Mexican-American. .0ther ethnic. groups

Were.represented, bdt onliih-tmalT,percentages (less than 3% for any one project).

H
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Language. Because the ability of a school to respond to children is diinished

if the:school does not take into account that some of the children may hear and

speak a different language in their homes than the language-used in the school, an

attempt was m de to gain information on what language most often is used in T.he

children's--homes. Consequently the question, ."Which language is spoken most often

in the hothe?" was included on the child information ferms. The resulting-thta

presented in Tables 3.4 and- 3.5.

As would be :expected, given the-large percentages of Black and white children

in the program, English is the langu.age reported to be spoken in 'most of the homes

of the REP Planned Variation children. However, it should be pointed out coni,:ern-

, i hg the Black children that there is a legitimate question as to whether the

language spoken in their homes, i.e., Black English, is the same lngUage aS the

middle-clasS English used in the schobl,..

The data from Community D may also be somewhat Misleading.' T:i.oU(j'i 38 of the'

chil-yenin this community a.re Mexican-Americans., only 94 of the. 1S and oF the

FT tam:I lies were reported to speak Spanish "most often" in the home. Al though it

may be'llfe case that only this.-,perceritag of faiailies use:-Spanish 'host often"' in

tho home+ it is probably saA to assume that Spanish is spoken. to some extent in

, almost all of the homes of thi.:76xi,:un-American children in,Community D. '

-Thus, it is poSsible that almost all of the children in Corrinunity B, close to-

orie-ha.3 f of tne children in Coqauni E,.-and perhaps a third of the children in

CoMmunity C. may experience _di ffi.cul ties' in -s-chool because they'speak a language

'which is different (either black English or Spanish) from that used in trio school

setting.
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TARE 3.4

Language Spoken in the Home of Responsive Planned Variation Head StaqtChildren, in
Percent, 1970-71-

COmmunity Total rlo. English Spanish % Other

i 131. 100 -0 0.

C 204 92

0_ 120 90 9

119 98 2 0

TAKE 3.5

I

rcent bf language- Spoken in th4 Homes of ResponsIve Planned Variation Follow Through
Childrh, 1970-71

-Community'

8:

C

D

1.. E

Total No.

-525

495

336

140 's

:?:Eng1ish

100

98

55

99

,' Spanish-

0

1

4

1

%Othir.

0

1

1

.0-

Jeacher,'TeachingLAIlistant, and Child Ethnitity

te,

One of the serious problems related to the school system's_ Ability to Respond

child is that the child is often required to learn in an "alien"-environme lt,

one established and maintained by teachers and administrators who frequently come

from a differel socio-ecoriomit class and a different ethnic background from the

pli._4nildren thews Ives. If u child is to be able,to develop a positive self-concept,

the system should adjust to his needs rather than meting out punishments for'his
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failure to perform well in a non-responsive school.

One effect of the PV program has been the involvement of indiv6 iduals who
tz

1

share a common ethnic background with the -children as teachiA sistantand,-
, . ..- . _

.. ..

ultimately, as. teachers .in the'Classroom.-'-It is 'realized that this is not the
O. ' .'.

.

final solution to:the:problem ofiassuring that -aas-Sroom personnel responsiVe

to.the'childreri they serve. In._ some cases, for .example, a.person'May tend to take
, _ .

on the' values of theclaSs.towhi.ch:fie:WireS: Thus simply because a.teacKing
- .

,

assistant or teacher,tsjrorii the.saMeethnic grdup as."Ane'shildren in theclas-s,.."
-

-it c oes =nat necessarily follow that he/she will- tri..more res_ponSfve'tO the children

than SomeonefrOm a different group. -

Figure- 3. showsIthe-.6pfrib-ut-ion which the addlticn.of teaching asslistants._,
, .

drawn from. -the community has made.tOward achieving this goal, The most-Striking.-

change iS found_in Communities.C.aad D: InCommunit9.7t,-over 90% of-the Follow

Through' children in 1970-71 were-$1aCk-,:-Whereas only 22% ofthete-Wiers.Were-BlaCk.:

However, 90% of teaching theF011ow Through program

werelatk, changing the overall percentage Of.Blackteachingstaff, from abOutOne-

fOurth to more them-one-half :7 In ComMUnity D, the child population was` ilatiVely

giverse.With-Y%Of the children being.Black, 44% white, 44% Mexican4mericarr," and

Native American.' The teachers, however, werp.all-White-except for one who was

Native American. As with Community C, the coMposition Of the teaching assistants

hired through the.Sollow, Through :program closely resembles the ethnic composition

of-the ChlNren:; and this hirihg policy contriNAted'significantly to lessening the_
--discrepancy between the teaching, staff and the children in terms of ethnic and

-
.social7class\ background.

The teacher and teaching assistant figures were derived from the respOnses, of

. teachers and teaching assistants who returned, the i1970-71 Follow Through Teachr
Teaching Assistant Questionnaire. The child data repreAnt a ppll taken in 1970-
71 of all kindergarten ana'entering first-grade children. Thesd!datado not
reflect the increased number of parents who actively participate in classrooth
process. This factor. increases the similarity between the ethnicity of adults
in the classroom and the children they serve.
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Teachers/. ,----7
5% --Children Teathing

,sisist-'

85% , 93%
c..

,ants
',-94%.

.Fig. 3.1. School dtstrict characteristics affecting ability to respond :
Follow ThroUgh staff. ethnicity compared to'child-Othnicity (in percentages).

iNote. - 8=Black, W=White, NA=4-tive-American; MA=Mexican American, Or=Orfental;

46
0=Other.



A similar, but not so drastic, change occurred in Community E. The'one

community for which this analysis is not applicable is Community B, where there

was no initial discrepancy between the ethnic composition of teachers and children]

as over 90% of the children were white and a majority of the teachers were white.

Teacher Turnover

4 Data on teacher turnover in the Follow Through'Planned Variation programs are

shown in Table 3,6: The four Follow Through programs experienced a loss of from

38. , to 50% (average = 44%) of their teachers during Pa.! 1969-70 sfflool year. New

teachers, reflecting both replacement of those lost and increased program size,

were added in 1970 -71. These new teachers accounted for from 44% to 75% (average=

61%) of the REP Follow Through teaching staff in 1970-71. If we look at these

changes another way, only 25% to 56% (average = 39%) of the PV Follow Through

teacherS had Responsive Program experience at the beginning of the 1970-71 school

year.

All school systems experience turnover due to "normal" attrition of school

transfers, maternity leave, retirement, husband's relocation and the-like. Teacher

'turnover in the Follow Through REP, however, is higher then normal due to certain

programmatic reasons. For example, teacher turnover tends to be higher in inner-

city schools. Also the additional time necessary for training in the pripciplesof

the program and implementing those principles in the classroom places an extra

burden on teachers. Furthermore, a large proportion of teachers are "appointed" or
\

"assigned" to the REP without knowing much about-the program, and others must enter

the program withobt'Serious consideration, commitment, or intent at the last minute

if they want a job,

The high rate of teacher turnover inthe four communities has grave implica-
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tions for program implementation. Implementation of the program in the classroom is

a process which takes considerable. time and effort on the part of teachers and

Program Advisors alike. When a teacher leaves the program, it means not only that

more time and funds must be spent on training a new teacher, but that the implementa-

tion procesS itself is curtailed.

TABLE 3.6

Follow Through Teacher Turnover 1969-71

Number of Classes

1969 -70

1970-71

C

COMMUNITY

D E Total

16

8

16

8

10

5

10

10

52

31

Total 1970-71 24 24 15 20 83

Number of Teachers
,......m

1969-70
.

16 16 10 10 52

No. leaving '69-70 7 6 5 5 23

Percent loss 44% 38% 50% 50% 44%

New teachers in '70-71 7 13 10 15 45

Percent newteachers 44% 56% . 67% 75% 61%

Percent experienced
teachers in 1970-71 56% 44% 33% 25% 39%

Average Teaching Experience in REP
for 1970-71

Teachers ---17 12 16 12 Months

Teaching Assistants 15 14 15 11 Months
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Table 3.6 also shows the average number of months that teachers and teaching assis-

tants in the four communities had taught in the Follow Through REP by:the end of

the 1970-71 school year. These data were collected from a sample of teachers and

teaching assistants who returned questionnaires administered at the end of the 1970-

71; thus they represent an estimate only. It. can be seen tha teachers and teaching

assistants in districts B and D had the highest average experience. This no doubt

reflects in part the fact that the REP
I

was started in these communities in 1968-69,

whereas the first year of the program in Community E was 1969-70. The reason that

Community Crshows a low average experience figure is not clear, since the prograth

in this community was also started in 1968 -69 and in this community teacher turn;-

over was not so high as in the other districts.

One point should be stressed concerning teacher turnover as it relates to

Program Advisor effectiveness. ObvioLsly when teacher turnover is high, the job

of the PA becomes much more difficult. Not only are her efforts frustrated when

a teacher leaves the program, but her training must be flexible enough to accommo-

date both new teachers and -thers who have been with the program for two or three

years.

implementatjon A Systematic. Analysis of the-Process

The REP represents a distinct and complex sub-subsystem. The goal-of the

Laboratory is to implement this sub-systemiiiito the larger educational .system of

the community. This process, of installing, maintaining and ultimatelyinstitu-

tionalizing a sub-system into an existing larger system, has, received 6tensivel

examination in the literature and by Laboratory personnel.

A position paper discussing theoretical concepts of institutionalizatiOn and

applying these concepts to the REP program has been written (Thorns, 1971a). Further
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an extensivestudy of the process of institutionalization began in 1969 and a re-

port on initial data has been prepared (Thorns, 1971b). This second document uses

data collected from thirteen districts including the four HS/FT Planned Variation

distr/icts.

'The data on PV districts represent information colleqed on approximately 11

stakeholders in each district. To report these data for only thefour Planned
-6(r.

Variation diStricts would seriously dilute the major findings of this study. Conse-

quently, the findings of this implementation study are presented for all (13) REP

FT districts.

An analysisuof the data collected during the 1969-70 school year indicates

that positive changes tn attitudes and knowledge toward the REP are taking place

as the program develops in the school districts. 'Feelings about the Responsive

Program generally improved over the period of the school year. This can be attri-

buted to the acqu-Htidn of More information about the program as the form and

substance of the program became more visible.

For example, the role of the Responsive FolloW Through teacher was viewed as

different from a regular teacher both in the classroom and in relation to parents.

Educational advantages for children emanated from the program and disadvantages

were se66°Mainly,in the relationship-of the program to the school system, not

i, .

A' -.._,_ ._____-4
necessarily in the program itself. The function of the teacher -aaching assist-

ant did not appear to improye during.., the 1969,70 school year. This fact was not

based upon interpersonal relations,\.b.it rather on the differente between the teach-

er's and'teaching,assistant's perception of the teaching assistant's role; the lack of

planning time for the teacher and the teaching assistant;,and a general lack of

knowledge of some stakeholders about the relationship.

The_Responsive Follow Through Program did have ,an impact on the school where
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it was located. However, this impact was both positive in terms of training,

equipment, and process and negative in terms of non-Follow Through teachers' envy

,about the training and. equipment. Problems also developed around consistency with

ongoing proceddres..

The parents of the Responsive Follow Through Program were viewed as being

more supportive of the program at the end of the school year. The impact of the

Parent Advisory Committee was also recognized as increasing by the end of the

school year. A decline in the expressed satisfaction of the supplementary services

is due to expectations of staff not being met, lack of supplementary perSonnel and

lack of knowledge.by supplementary personnel about their roles in the total program.

The data did indicate some areas of concern in the relationship of the.Respon-

sive Follow Through Program with the ongoing system: At least half of the stake-

holders (Teachers, Teaching Assistants, Principals, Central Office Personnel,.Pro-
..,

'gram Advisors, Parents) interviewed did not knok why the Responsive Follow Through,

Program was selected. A Smaller percentage (25 %) knew how the program was selected.

Knowledge about the program, its objectives and procedures was a-lso an areas of.con-.

cern, even the_igh stakeholders expressed a more positive attitude about the program

at.the end of the school year, knowledge and understanding of the theoretical as

well'as operational aspects of the program were missing.

The problem of inconsistency of the Responsive Follow Through Program with the

ongoing program resulted in misunderstandings and conflict The ability of a system

to accommodate a new subsystem or innovation is a key factor in the movement toward

new goals. Finally, the perception of stakeholders about the lack of support from

the central office staff has a direct affect on the security and autonomy of Respon-

sive Follow Through staff members.. This perceived lack of support also affects the

relationship of the subsystem to the systemandthesystem's efforts to accommodate
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the subsystem or new program.

Implementation Ratings of Effects

In the spPing of 1971, the LabAratory was asked by SRI' to rate each of its

,, Follow Through districts on 44 variables identified by SRI. Three staff members

completed the ratings independently. Several areas were confuSing to the raters

and consequently ratings in these areas were discrepant. With discussion,.agree-

ment was reached and a combined group rating was,generated. Next, the ratings were

factOr analyzed by the Laboratory to determine which of the 44 variables fell into

logical clusters. Six clear factors emerged from the factor analys'is and were

given the following labels:

Factor l': Degree to which the district holds similar. educational orientation

to REP. 4r

Factor 2: Degree to which di,strict's physical facilities andaterials meet

REP's requirements.

Factor 3: Degree of district administrators' support and involvement in

FollowThrough REP.

Factor 4: Degree of parental participation in the education of their children.

Factor 5: Degree of community parent involvement.

Factor 6: Quality of medical, nutritional, and other services for child.

It was then decided that these factors would provide a useful means for quiCk-
ay

ly evaluating the overall implementation level of a given district. Consequently,.

in March of 1972 a quarterly report on the Head 'Start P1,anned Variation communities

was submitted to the Office of Child Development which included ratings on earh of

the six factors. The ratings were based On information and impressions gathered

by Laboratory staff members who visited the communities. A summary okthese ratings

is presented in. Table 3.7..
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TABLE 3.7

bring 1971 Ratings On Six Implementation Factors
For Head Start Planned Variation Communities

1.

FACTORS' COMMUNITY

E
Orientation of the B C D
community to the REP 2 3 3 3

2. Adequacy of physical facilities 2 1 3 2
I

3. Degree.of administrators' support
1 2 I- 3

4. .Degree of parent participatior- 2 1 2 2

5. Degree of parent - community involvement 1 2 1 3

6. Ouality of child services 2 3 2

1 = Low, 2 = Medium, .3 = High

When we consider the effect of implementation, some factors are more

-important than others. And some are more important than others at different

times. For example, during the inception'of the program, adequate physical

facilities and child services are critical but 6 sponsor has little control over

these areas. When these areas are satisfattory, administrative support is more

important for program implementation.

There is another problem with these ratings. Some areas may contradict

others. For example, as the program objective of involving parents in the educa-

tional process (factors 4 & 5) l's achieved, administrative support for the program

may drop due to alienation of administrators. This alienation may occur both

because the. involvement of parents means a sharing of authority and-because

initially there may be problemsdue to lack of experience on the/part of parents.,
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Looking at each factor across districts. gives a crude profile Of the overall

degree of program implementation. Atthe end of the 1972 year,. the amount of

administrative support (factor 3) and the degree of parent and community involve-

ment!in the educational decision-making process (factor 5) were rated low. Child

services (factor 6) and physical facilities (factor 2) were judged adequate, and

the educational orientation and agreement of the community with the responsive

principles (factor 1) were judged to be high.

Probably the most important variable.that of ects program implementation is

the degree of administrative support. In additio to staff ratings on administra-

tive support (factor 3), teachers and teaching assistants also reported the nature

of the administration's attitudes towards REP (Table 3.8) in response to a!question

on the 1970-71 Teacher/Teachiffg Assistant Questionnaire (see Chapter 4-T-or-` 73\ des-

cription of the'questionnaire).

Eleven percent of the total 143 polled indicated that administrative disagree-

ments concerning the REP existed. The disagreements were lower in Community E.

Laboratory staff ratings.on administrative supportverealsothe highest for

Community E.

TABLE 3.8

Results of Teacher and Teaching Assistant Questionnaire Item:
"Are there disagreements between you and the principal/J.dministrator

in the school regarding the Responsive Model?"

B C D . E Total

Yes 11% 12% 14% 7% 11% (17)

No .89% 88% 86% 93% 89% (136)
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Implementation -- Problems and Spread Effect"

. Other information on implementation,was collected by the Lab staff. In the

spring of 1972, a Laboratory staff member also collected additional program

implementation information from each Planned Variation site. Two aspects of this

information, those dealing with implementation-problems and program "spin-off" or

spread effects, are summarized below:

Site Years working
with Laboratory

4 Years a. District economizing a.

C

D

Implementation Problems
Dealing with

Indicators of Spread
Effect

3 Years

3 Years

procedures are limit-
ing program effecttve-
ness.

. a. Administrative dislike
of program and conse-
quent lack of support

a. Dlstritt's push for
"accountability" is

j limited to reading test
scores/short-term achiev-
ment.

55,

All Aistrict pri-
mary teachers re-
ceived,sponspr con-

. ducted training in
REP.

REP part of Model
Cities.

c. Widespread l use of

REP it kindergarteners
. .

across district.

a. Model .Cities adopted
.REP.

b. Teacher Corps',

through' the local
university, is train
ing in the REP.

c. Community-controlled
school adopted the
REP.'

d. District-wide elemen-
tary area supervisors
were trained in REP,
professes.

. REP materials being
incorporated in Title
I classrooms



Site _Years working
with Laboratory.

E' 2 -Years

- 0

IMplementation Problems
Dealin9 with

Indicators of Spread
Effect

b. Visibility at State
Dept. level as an
effective early
education program.

.a. .A few teachers were un- a.

able to attend pre-
school workshops.

b. Pressiire for teachers
to move too fast to
implement REP.

State Dept. financed
a film and slide set
of REP to dissemin-
ate throughout
sta-te.

b. FUL. staff invited to
present program to
ci,ty-wide and state-
wide audience of
educators.

Some statements can be made based on this set of in.-I'm-llation. The REP appears to

have spread or proliferation effects. These range from informing other teachers

and educators at .the school district level to a broader-based information/dissemination

1

effort conducted at the state level.. The REP has also been incorpbrated into other

educational programs such as Title .I and Model Cities'.. Further; the problems

assocfat2d with program implementation are diversd. Some problems arise from

implementation itself and pressuretooperationalize the REP. Others 'arise from,

district or state-wide mandates for economic stream lining or "accountability"

demands (such as demonstrating higher. test scores in reading and math). Still other

implementation problems stem from disagreement with the two major,REP goals--the

creation of classrooms where children are responded to and are provided with a variety

of activities to explore, and tree active. involvement of parents in. the teaching/

learning and educational decision-making-process.

a
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Surnual-y

'this section reports COMPturlity and school system cnaracteristics that

--were judged directly relevant to' implementation of REPI, DeMographic and

Other socio-economic-evironmental .data, and school conditions were dealt
,

---1TTth from the standpoint-of their specific effect5 on the xechapics of

--,',,.implementation,. and also in relation to :t!).. -two basic evaluation cohcePts,

____LAbility To Attend (ATA) and Ability To Re'spond (ATP):

ATA indices at:tho community level included population Jensity,:popula op

-changes, unemployment rates, dwelling conditions, family size,o and family

structure: Comparisons were made.across comtunities and to the national

statistics. Implications of specific variables for level of ATAwere discussed

A further de ineation of how specific factors interact lo affect-aspecific

child was highlighted as the logical and necessary next "step for a more in- depth

--Rroject in the:futong
;

,

AfR characteristiCs of the school systems-were analyzed fqr each of the

,four communities. Teacher- turnover was pointed op as important in examining

__ .

implementation effects4 High teacher turnOver rates decreased the extent to
. _

, -

-7-iihi-th classrOom adults know and respond, to the child. The ektent,of disparf
(

,.
.

. ..

,

. .

in ethnic composaion of, and children in the ciawoc ) was-discusse4.: ""'--

a.

. .

One dramatic outcome of the REP1program is the reductioWln,this Aisparity.

The implementation process complex.was distussed aS a system and a study

of this process was described. Summary,data were discussedlor all Follow

Through communities. Next; implementation ratings df various REP components

were made and problems and program spread effects were listed. -.

The information included in this chapter is sketchy. It shouli 4tclear

that areas-were presented not because adequate data were availabIWbut rather

to demonstrate the breadth of the problems associated with documenting

implementation.

\
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CLASSROOM PROCESS
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A
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Parttcloattani Strvictl

Ob9ctives-for the Classroom:

1. Teachers and teaching assistants share
instructional and leariling responsibili-
ties.

2. Teachers and teaching assistants create a
responsive environment in the.c1 ssroom:

a.-- Room arrangement allows for freely
Texploring a variety -of learning
activities and for discovery learning.

b. Learning experiences/activities*are
self-rewarding and self-pacing.
Some learning experiences are soon-
taneous\and others are pre-planned.

c. Classroom limits are made clear to'the children and positive redirection
is the main "Lechnique used for handling inappropriate behavior.

d., Children ehgage in a variptY of learning activities inJividually, in
small groups,-or in large group; with or without an adult. Children

freely express themselves .and interact with one another.

Teachers and teaching assistants involve parents in classroom activities:
parents work with children in learning activities; they provide. input to
teachers in classroom planning.

Data to be Presented

Sources Community

Teachers' and teaching assist'ants'
uestionnaire.

El C D E

HS FT HS FT HS FT

. X

HS FT

X

Educational Farces Inventory X X 'X X

Purdue Teacher Opinionaire X X X X

Classroom ratins.made by Program
Advisors,

X X - X X

SRI observationdata-

Learning B oth Achievement.
A

X X
_,

X X
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Teachers'/Teachin Assistants' Self- Report

The Laboratory designed a teacher/teaching assistant qiies-ttonnaArewhich.was

given to all Follow Through teachers and teaching assistants in the four Planned

Variation districts in Spring of 1971. The questionnaire had been-pre-tested sev-

eral months earlier witha small sample of teachers'iti selected schools.

Table 4.1 contains the basic data on sample size and return rates by district.

Response rates were very high (about 90%) and;. although the returned sample sizes

for district D and E are only of the order of 15 or 16, weIieel that valid inferences

can be made for two reasons. Fikt, the responses to /individual items mostly

cluster around.one response option. Second, the yespOnses of teachers and of

teaching assistant in a given district form thc, sam e pattern.

This fact is convincing evidence for success In implementation of the

objective that teachers and teaching assistants s are classroom responsibilities.

Given the formal training, salary, an prestige ifferences that one might

expect between teachers and Machin assistants,/, it is interesting tp.note the

degree of concordance in their. group perspect'ves. Inspection of the Tables B.1

and B 2 presented in Appendix B convinces th authors' that the data can be,

pooled for the two groups.

Return Rates of the Teacher/Teaching Assistant Questionnaqe

District People Return Rate

B Teacher
Teaching Assistant

C Teacher
Teaching Assistant

9 Teacher
Teaching Assistant

E Teaches
Teaching Assistant

Number Percent

,01
26

24

'100

100

'\ 000
22 1 91

15 93

16 80

16 84

16 .87
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Working Conditions

The question, 'How do you feel about working conditions in your classroom?'

t,
was asked in the. questionnaire. RespOnses to specific categories of equipment, -sup-

plies; classroom space, clasS slchedule, salary, and planning time were solicited ar.o

respondents were asked to indicate a choice among "Satisfied-Mixed Feelings -Dis-

satisfied." Space was provi1ed for suggestions on how to improve working conditions

,ih the classroom..

. Data for each category are presented in Table B.1 in Appendix B. Two-thirds

of both teachers and teaching assistants indicated they were "Satisfied" with class-,

room working conditions. Abou 20% indicated-they had "Mixed FeelingS" and some

12% indicated they were "Dissatisfied" with working conditions. On the basis of

these responses; it is possible to'say that there is a great dnl of satisfaction

with working7titions in the classroom. What is not clear is the degreeito which

REP.and local condjtions respectively coritribUte_to the expressed satisfaction

with working conditions. Since the classroom was specifically mentioned in the

question (as contrasted to working conditions in general), we can assume that a

large percentage of teachers and teaching assistants are satisfied with REP class-

rOom conditions.

Further .inspection'of Table 4.2 reveals'that teachers and teaching assistants

in thd.four communities expressed similar levels of satisfaction, with Community D

having a slightly higher percentage of 'Satisfied" responses (73%) and ComMunity B

a somewhat lower percentage (63%). Data presented in Table 3.7 of Chapter 3

indicate that The FWL 'Staff also .perceived Community D having the most adequate

physical facilities.

To summarize, teachers-and. tuching.aSsistants are in general agreement re-
,

garding working conditions in the REP classrdom-with most (68%, N=164) indicating

that they are satisfied with conditions over a wide range of speCific topics.
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//

Teachers show greater satisfaction than teaching assistants with their salary.

6 teaching staff of the fourThese data indicate that in general the Follow Throu

Planned Variationcommunities felt that their worki'lg conditions do not present any
4,/

major.problems that would block creation of a regpOnsive physical environment.

TABLE 4.2/

Teacher and Teaching Asslstant Satisfation with Working Conditions*

Community
1

_ -------
___.-----,

Response C ' _____-&-------, _____E Total

Satisfied 63% 69% 73% 71% 68%

Mixed Feelings 21% 23% '15% 17% 20%

Dissatisfied 16% 8% 12% 12% 12%

*Itemized response summaries appear in Appendix B

Use/of Responsive Educational Program Meflvds

Teachers and teaching assistants were asked to indicate the extent to which

they use several REP methods in their claSsrooms. Nine methods or important REP

processes were enumerated and respondents were given the response choices of

"High-Medium-Low" to check. Summary data. are presented in Table 4.3, and complete

data are included in Appendix B, Table B.:2.. The nine methods include: self-pacing,

free exploration, discovery levning, spontaneous activities, self-rewarding
1

learning, learning centers, freedom of choice, language experience, math workshop.

In general, we can say that in the four Planned Variation districts about 50%

of the REP classrooms have "High" implementation by teacher and teaching assistant

self-report on the nine program.areas considered as a whole. The range of reported

"High" implementation within communities',runs from about one-third to itwo-thirds of

the respondents. ..About 40% of the respondents admit to "Medium" use of REP methods
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with a district range of from Onefourth.to one-half giving this'response. Some-

thing less than 10% of the respondents admit to a "Low" usage of REP methods in the

classroom.
r

Summarizing, we can say that !something in excess of 90% (total V64) of the

respondents claim either a "Medium" or a "High" level of usage of REP materials,

procedures, and processes:

TABLE 4.3

Teacher and Teaching.Assiftant Self-Report of Implementation Level*

Community

Level B C D E Total

High 39% 48% 63% 62% 51%

Medium 50% 42% 32% 34% 41%

Low 11% 10% 5% 4% 8%

*Itemized response summaries appear in Appendix B.

Mutual Acceptance of Teachers and Teaching Assistants '

.Teachers and teaching assistants were asked the question, "How well do you and

your teacher/tpaching assistant work together in the classroom?" Data given in

Table 4.4 inditate that there is Fl great amount of rapport. between teachers and

1

teaching assistants, with 'something in excess of 95% of both groups indicating

either "Extremely Well" or "Well" as their response,



TABLE 4.4

Teacher and Teaching Assistant-Mqual Acceptance in the
Responsive Program. QUestionitOw well do you and your
teacher/teacher assistant work' in the classroom?"

B C D E Total

Extremely
Well. 39 (72%) 28 (82 %). 26 (93%) 25 (81%) 118 (80%)

Well 13 (24%) 5 (15%). 2 ( 7%) 6 (19%) 26 (18%)

Not well 2( 4%) 1 ( 3%) 0 0 3 (-1%)

Work with Parents

Teachers and teaching assistants in the Planned Variation districts were asked

two questions about their working relationship with parents. Data for the first

question, "Do you have volunteer parents working with children inyour'classroom?",

aro given in Table 4.5.

Teachers and teaching assistants responded similarly when the data for the

'four cities are combined. About.two-thirds of the pooled classrooms have parent

volunteers working with children. Since parent involvement is an important aspect

of the REP, this outcome Speaks well for implementation. When the districts are

considered individually, it is clear that the use of parent volunteers in Community C

is not so highly implemented as in Communities B, D, and E.
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TABLE 4.5

Teacher-Parent Cooperation in the Responsive Program.
. Question: "Do you have volunteer parents working with

children in your classroom?"

B

Community

C D E Total

Yes 41 (77%) 12 (33%) .25 (89%) 22 (76%) 100 (68%)

No 12 (23%) 24 (67%) 3 (11%) 7 (24%). 46 .(32%)

Data for the second question, "Do you explain the Responsive Model Program

to the parents of your pupils?" are given in Table 4.6. With 86% of the teachers

and teaching assistants responding affirmatively, we can say that this aspect of

--?-the REP has been implemented to a high degree.

TABLE 4.6

Teacher and'Teacher Assistant Cooperation with Parents
in the Responsive Program: 4-Question: "Do you explain
the Responsive Model to thgparents of your pupils?"

14'

Community'

'C E Total

Yes 42 (86%). 35 (90%) 19 (73%) 27 (93%) 123(8b%)

No 7 (14%) 4,(10%) 7 (27%) 2 (7 %) 20 (14%)

A considerable measure of construct validity may be claimed for- this

measure. The very fact of a person responding affirmatively to this question

indicates either'l) the explanations have'in fact taken place, or 2) the

respondent would like them to have. EttherAar, there is congr9.ence with REP
//

goals.on-he part of the respondent--itself an implementation goal, already.
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LMT

Force Field Analysis

As a teacher works to implement responsive eduCational procedures, she is

influenced by various situations, conditions, and people. These influences can

have positive and negative effects on the extent of the.implementation of the

program and on the quality Of educational experiences a child receives. For

example, the nature of the physical facilities in a school influences the effec-

tiveness of the teacher and directly relates to the learning experiences a child

has. If there is inadequate space or miterials, a child's edutational experiences

are affected. Similarily the positive or negative pressures and influences

exerted by the school's principal or-the Program Advisor also affect the teacher

and ultimately the child. Teachers working with Program Advisors or principals

who are supportive of and-sensitive to teacher needs will feel better about their

roles.

To assess the strength and direction of. forces that influence REP teachers,

a special instrument was developed. This instrument, presented first in Chapter 2,

contained 13 pre-identified areas of potential influence. The teacher's task was

to indicate tne strength of each force by distributing 100 points,ocross the forces

and to rate the positive or negative direction of the force by assigning each force

a weight from 1 to 5.
\. 1

Average numbers of points assigned and average ratings were calculated

separately for each force for each district. The two distributiOns of mean- scores

were then converted to z scores and plotted on the force field axes. The Fortes

Instrument was administered to all FT teachers. Data present:A in..the following .

section cover teachers only. The 13 forces included on the Forces. Instrument
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are listed below:

# FORCE

1. Principal
2. ,Central Office Administrative Personnel
3. Other Teachers
4. Parents,

5. The Curriculum
6. Testing Programs
7. Statewide Mandatel
8. Physical Facilities
9. Social Environment

10. Curriculum Personnel
11. Program Director
12. Program Advisor
13. Teaching Assistant

Figures 4.1, 4.2, 4.3; and 4.4 shoW toe results of the force field analysis

calculated separately for each district. Figure 4.5 shows Force data aggregated

for all four PV Communities.

The upper right-hand quadrant of the,force field shows forces -that

perceived by teachers to be both positive and infldential. It is clear from

the separate district plots and from the aggregatedplot across districts that

the teaching assistants (Force #13) and the Program Advisors (Force #12) represent

strong positive inflUences.

These data demOnstrate that the Laboratory's delivery system (working through

the Program Advisor) does have a positive influence on the classroom teacher. The

principals, but to a lesser extent than the PAs, or the teaching assistants, also

appear in this "high-positive" quadrant. This position of principals on the force

field is consistent across districts except for E. In Community E, using district

norms, principals are perceived by teachers as a positive but somewhat less

influential group.

Forces that appear in the upper left-hand quadrant of the forte field are

of particular prOgram/concern. These forces are above average in influence,

but negative or inhibiting as seen by the teachers. Theselorce:; act negatively

on program developMent and institutionalization.
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4 FORCE

1. Prin.tipal

2. Cen. Off. Ad. Persnl.
3. Other Teachers
4. Parents.
5. The Curriculum
6. Testing Programs
7. statewide andates
8. Ph)s. Facilities
9. Soc.:Enyirontlient

10. Curr. Personnel
11. Program Director
12. Program Advisor
13. Teaching Assit

NE0TIVE
INFLUENCL

-2

. HIGH
INFLUENCE

+2

LOW
INFLUENCE

or

POSITIVE-

INFLUENCE

.

Figure 4.1. Plots of z scores for forces-that intfluence
teachers-in Community B (N-41) using local norms.
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FORCE

1. Principal
2. Cen. Off. Ad. Persnl.
3. Other Teachers
4. Parents
5. The Curriculum
'6. Testing Programs
7. Statewide :landates
8. Phys.. Facilities

9. Soc. Environment
10, Curr. Personnel
11. Program Director
12. Program Advisor
13. Teaching Ass't

NEGATIVE
INFLUENCE

HIGH .

INFLUENCE'

2

LOW
INFLUENCE

vit

Figure 4,2 Plots of z scores forces that influence
teachers in Communi 4 C (N=m) using iota]

69-

POSITIVE
INFLUENCE



# FORCE

2. Cen.Off. Ad. Persnl.
3. Other Teachers
4. Parents.
5. The Curriculum
6. Testfhg Programs

Statewide andates
8. Phys. imacilities

9. Soc. Environment
10. Curr. Personnel
11. Program.Director
12. Program Advisor
13. Teaching Ass't

NEGATIVE
INFLUENCE;

HIGH
INFLUENCE

+2

O

LOW
INFLUENCE

4" 2 POSITIVE
INFLUENCE

Figure 4.3 Plots of z scores for forces that.influence
teachers in Community "D W=15,using local norms.
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# FORCE

1. Principal
2. Cen. Off. Ad. Persnl.
T., Other Teachers
4. Parents
5. The Curriculum.
6. Testing Programs
7. Statewide V.andates

8, Phys. Facilities
9.. Soc. Environment

10. Cum Personnel
11. Program Director
12. Program Advisor
13. Teaching Ass't

NEGATIVE -2 -1
INFLUENCE

HIGH
INFLUENCE

LOW
INFLUENCE

POSITIVE
INFLUENCE

rigure 4.4. Plots o1 z scores for forces that influence
-teachers in CommunityE (N=2)) using local norms.
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i.

2.
3.

4.

-5.

6.

T.

s.
9.

10.

11.

12.

rinci-;a1-
Cen. 0; Q. . Persnl
the-r Teachers

i;arents

The_":Curricu' am t,
Testing Proc:rarns
Statewide 'andates.
Ply-s . 'FALAI i ti es

Enyironlent
purr. Personnel
=rogra; Di rector.
FrogriarriAdvi sore
leaching Ass '

HIGH
INFLUENCE

NEGPTIU , -7

INFt.i1ENCE

;'

Figure 4.5 Platt of iscorei for. forces that influence
teachers for fourPV4Communities.(N=93) using local norms



to 'deer force emerges-as beip g. strongly negative to teachers. To some

4ht, the s,chool"s -physical facilities (8) in-Communities C and E and the

enviropment.(9) in rmunities andiC are perceiVed as both`, negative

and haluential forces.

in el comunities the central office odOinistratiOn

Programs (4),', and statewide mandates (#7) are perceived -

These factors de not, however, represent relatively 5trehg

teachers",-vi,wpoint,

02), the testing'

s very inegative.

forces from the

The lower right-hand quadrant snowS forces that teachers rated as positive

tut with little influence. In three communities the program director appears

intnis area The exception is Community C where the-program director is

pereeiVed as exerting a strong positive influence.

The positions of, orces within communities and the comparisons of force

positions end patterns of fortes among various coMMuritles contribute important

i-nformation-for both. program. evaluation And development.

Of even more value is the information contained in force fields Oveloped at

the school level. This level of analysis will allow REP.persorinel to identify weak

areas in the implementation precess as seen by the teacher and-to-,develop techniques

to redoce these problems.

Further' analysis of these data will also involve calculating force-fields

for individual communities using across-community norming data. Ishis analysis'

will allow the forces as a cluster to range on the force `field and not'be constrained

bZ.the z score transformation process.

Aen z scores are developed fdr a colinunity, about half the forces usually

appear above the horizontal axis and half appear" to the left of the vertical axis.

When we use national norms to determine- z scores,-this restriction is not

operative :-.Therefore, PartiCular'icommunities' forces can range and hypbthetically
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can all appear in only one quadrtnt. This will allow the developers another way

to compare the force field in one community with other communities.

For example, the 'prinpipal" force was examined in clOser detail.. "Principals"

(Force'#1) irepresente,d a positive, influential force on the PV communities asaK

a group (Fiqure 4.5). Inspection in two communities at the school level (using

national norms) shows that some principals exert a very positIV'influente,,

whereas others exert a very negative influence. I

Figure 4.6 shows these individual school plots for schools in Comm* tieS D

and E. The capital letters shOwn oti Figure 4.6 indicate where all the teachers

in each comiunity located the "principal" force.
ti

When compared to all forces rated by all teachers in all communities, the

"principal" for.ce
\
in Carounity D generated, a positive influence in every school

Principals in Community E ,, however, when compared to national data, are perceived'.

by the teachers in fOur of the six schools as representing a relatively-negative

force . The Ai fference n spread on the high-low influenCe-cOntinuum i s. also

demonstratdd in the-figure. The schools with principals rated as having the

highest and lowest .degree\ of influence_ai'e both- in -Community D. Community,T

principals are rather clustered on the vertical continuum. The Patterns for"' the

"principal!" forces in the two Communities %,4-ffer considerably and are visible in

the figure,

These data point to the complexities of ttie implementation process at the

classroom level and, in partitul_cv to the influences that affect. a classroom

teachers-ro4e and behavior. The informatton collected by the Forces Instrument

and the iireliminary force field analysis reported seem, to be important area's for

cons.ideration In evaluating Planned Variation programs.



DISTRICT D

School Numbe

1 5

2 3 ig

3 7

4 4
I

5 3

DISTRICT E

School Numbe,

1 5

2

3 7

5

6 6

NEGATIVE
INFLUENCE -2

HIGH
INFLUENCE

r

LOW,

INFLUENCE
1

. POSITIVE ..

+2 INFLUENCE

Vigo 1 Principal force plotted by schools in PV Districts D.

and E. n using national norms.
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Follow Through Teacher Morale .\

Given V,i2 experimental nature of the Follow Through REP, it is of interest to

know whether or not the demands of the program have an effect on teacher morale,.

The kLP has instituted a different concept of clasroOm organization, admintstra,tive

heirarchy, curriculum and materials requir-ements, parental involvement, and teacher/

teaching assistant relationshipS'. It seems reasorable to hypothesize that teacher

morale might be affected one way or another to the extent that the REP differs from

0.< the teaching standards that were traditional in thelocal district.

As part of an attempt to measure teacher morale, the Purdue Teacher Opinion-

aire (PTO) was administered in the spring of 1972 to a sample of Rq Follow Through

teachers in the four Planned Variation communities.. The PTO it a one-hundred item

inventory designed to provide sub-scores that/indicate thef geberal level of a

*acher's morale on ten scales which cover abroad_range Of school-related topicS.

The PTO was standardized on a s mole of 3023 teachers in Indiana a1nd Oregon. The

nature of this sample is no; reported in detail, but there are reasons for believing

that it 'as different from the Planned Variation sample, which serves primarily low

socio-economic areas in large and medium-sized cities.

Thy basic data are presented in Table 1:4 where means and standard deviations
1/

are given for the four Planned Variation camunities and for the PTO norming sample. /'

An analy5eik of variance test across the four districts for each of the PTO sub scores

and for the total score is also presented.

The data for the Planned Variation communities are not very different from the

data reputed f:Jr the 0 norm group whap,the to 1 scores are compared. For the
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tin sub-:nre', the data also appear to be not very different except that eight of

the ten sub-s:ores are slightly higher for the Planned Variation teachers taker as

a whole. We eel that, given the nature of the PTO norm group, these results

are favorable to the Planned Variation teachers are not very different from the

norm group. Jthin the lim.ts of the PTO and the Planned Variation sample, we

feel the data indicate that Planned Variation teachers are about as satisfied

with their' er. loyment and professional circumstances as the PTO norming teachers.

Analysis of the PTO data across districtslindicates that there is a significant

difference for the three scaeF epresenting "Rapport Among Teachers," "Teacher

Salary," and "Teacher Load." Though there are differences among the four communities

on the "Rapport Among Teachers" and "Teacher Salary" scales, inspection of the

community means indicates that seven of thie eight means are above their respective

PTO forming means.

Everything considered, we can report that f,:acher morale in the four REP

commuilities is not very different from the morale of a large, but rather differvnt,

sample of teachers who labor under presumably different circumstances. This may

indicate that a new program such as the REP, whic:1 deviates radically from the

traditional model, can be implemented without having severe negative. effects on
i

teacher morale.

Head Start Classroom Ratings

At the end of the 1970-71 school year, the Head Start Program Advisors of each

of the four Planned Variation 'Communities.evaluated the implementation level of each

cla ;room. They rated each classroom for the beginning and.the end of the school

year on nine areas of REP procedures plus an overall implementation. The rating was

78



constructed on a five -point scale:

"1" means low,. minimum standards are not met;

"2".means below average;

"3" means average--some procedures in the area implemented;
some not implemented;

"4' means above average;

"5" means high, all procedures in the area implemented.

T- le 4.8 indicates the average rating across all Head Start classrooms in all

Planned Varialjon communities fiA the beginning and the end of the 1970-71 school

year. The Prigram Advisor in Community E did not provide any evaluation data for the

beginning of th schotl year. Therefore for Community E there is no indication

of the change of implementation level from the beginning of the year to the end

of the year. For all other communities, such a 'change is indicated.

Tne Prograir Advisors in all four communities felt that their teaching staff

had implemented IEP procedures at a level that was 'above average by the end of the

1970-71 schocl year. T e overall year-end rating for communities L, C, D, and E

was 4.1, 4, , 1.2 and 4.0 (all al)uve average). Comparing only the beginning of the

year rating, Community clas..4ocms were rated slightly below average in all areas,

Common :y 5 class rooms were rated ;1 i nntly below average in six of the nine areas,

whered-5- Thmmunity P clay,rooms were rated average in all areas.

Teachers 4ee given ',lightly higher ratings in the arearakof "Classi'oom Control"

acci "Learninc. Relationships" t' n teaching assistant:

The Program Advisors gave the:beginning of the yea rating at the end of the

sc.-) _ /oar, UnJs, they had to rely on memory of the to chers' earlier peiformance.

Neverthele, the ratngs do reflect whether the Program Advisor feels the teacher

has improved .1.) her use of RCP procedures during the year. In sho-rt, the data

presented in Table 4.? give a general picture of how well tide REP proce4pres were

,
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implemented, judged by each Program Advisor in her community. The Head Start

classrooms imilemented the REP procedures at a level that was considered above

average by thi respective Program Advisor in each community.

TABLE 4.8

Head Start Classroom Rating .n
Planned Variation Communities

1970-71

Commni ty

B

Responsive Process (N--8)

Beg. End Ch.

C

(N=12)

Beg. End Ch.

D

(N=6)

Beg.' End Ch.

E

N=9)

e . End

Room arrangement, 3.3 4.1 0.8 2.3 3.9 1:6' 4.0 4.3 0.3 4.3

Facilities 3.
7

3 4. 0.8 2.2 3.8 1.6 3.5 4.3 0.8 4.6

Classroom control 2.3

(teachers)

4.3 2.0 2.6 4.1 1.5 3.3 4.3 0.2 .4.2

Classroom control 1 2.1

(teaChing, ascistants)

4.0 1.9 2.3 3.6 1.3 2.8 3.5- C.7 4.2

Learning relationships 2.6

(teacher)

4.0 1.4 2.7 4.3 1.6 3.5 4.2 0.7 4.3

Learning relationships 2.3

(teaching as,istants)

3.6 1.3 2.3 3.8 1.5 3i2 3.8 0.6 4.4

Freedom of cri1dren 2.3

to come and go

4.1 1.8 2.3 4.0 1.7 3.7 4.7 1.0 4.6.

Planning 2.7 4.4 1.7 2.6 4.3 1.7 3.7 4.2 0.5 3.7

(4all-group time 2.9 4.1 1.2 2.3 4.1 1.8 3.5 ° 3.9

Overall rating of 3.0

classroom

4.1 1.1 2.5 4.2 1.7 3.5 -4.2 0.7 4.0

A
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The ':,tanfordResearch Institute Classroom Observation Instrument.

This section focuses on classroom observation data collected by the Stanford

Reearch Institute (SRI). The underlying rationale for presenting these data the

belief that the'experiences which a child has in the classroom both offer evidence

. of program implementation and are, in and of themselves, valuable outcr-ir's of the

program. For example, one proces.,, variable, explored is child - initiated interaction.

If ;;e find that REP Planned Variation childr0 are initiating interaction more

fre.:dehtly than Comparison children, this.not only indicates that the program

eing implemented successfully-An this area, but the very fact that the children

are initiating interaction in the classroom is a valid outcome in itself.

The Classroom Observation Instrument (C01), deve14ed Ly SRI, is a complex

instrument designed to be administered by a trained observer. The COI is a

sophisticated instrument which provides three types of information. The first, the

Physical EnOronment Information section, is filled out once for a given classroom

and yields information about roc)); arrangeMent, classroom displays, building co-nditIon,

playground facilities, etc. The second, the Clssr'clom Checklist (CCL), is filled

out four times an hour -and provis information about ongoing activities` any' the

grouping of children and the classroom.

The final portion of tare tnstrument, called the Five-Minute Observation (fM0),

the most important part of the ,rstrumert and will be the focus for this report

Four- times.an hour, iMe 1,;tely fOiowing the r?cording of the CCL, the observer

r.cords for five minutes clasroom behavior in interaction units. Each interaction

ut it ,,;urtains four parts. "Wn-, "ro Whom," "What," and "How." 'The Rest two-parts

tell who ),e initiator the receiver of the action was. The third Classifies

the at:tion, and the: -fourth gives additional information about the-action.

The SRI Cldssrcbm Observation Instrument was designed to evaluate implementation



objectives of a number of different Head Start and Follow Through programs, of

which the REP is just one. Consequently, all of the variables which the instrument

measures are not of equal importance to all programs, since the programs have

differing objectives. Only those variables which relate to a giver program',,

implementation objectives can appropriately be utilized in evaluating the effective

neSS of that Drogrcm.

Data on Held Start Classrooms,

IPApril, 1970, a locally recruited and specially trained SRI field worker

observed five Head Start classrooms (three-, Responsive Program and two comparison)

in ommunityB using the SRI Classroom Observation Instrument (COI).

Table 4.9 contains data on process variables which relate to the objectives

the REP. These include child-initiated interaction, adult-initiated interaction,

(Mild dirc,t or choice requests, child informing self with material; an-i adult-

-initiated interaction with individual child. Observation data are presented for

both REP and comparison classrooms.

Child-Initiated Interaction vs. Adult-Initiated interaction. The most

significant finding in terms of program implementation is an indication that there

is a greater proportion of.child-initiated interaction in REP Head Start classrooms

tisan in comparison classrooms. Of 3,511 interactions recorded in REP classrooms,

1644, ur 47°x,, were child-initiated and 1243, or 35%, were adult-initiated. In

comparison classrooms the pattern -:,as Persed: of 2,504 interactions recorded,

were child-initiated, 43% were adult-initiated. These resulf.s suggest

,:,ucLessful implementation of the program in this domain.

quality of Child-initiated Interaction. It is possible to analyze further

the quality of child-i-itiated interaction -by examining,,what kinds of interaction the

children are initiating.' One categorization of& child-initiated interaction is direct

vs choice requestr.. A "direct recuest" is a question or a statement w:th a sped-
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fic acceptable response (e.g., "Teacher,..I want to paint"). A "choice request is

cuestion that is open-ended in the sense of having more than one acceptable

response (e.g., "Teacher, what do you think I have in the bag ? ").

In the REP classrooms (266 of 3511) of the total interactions were child-

initiated direct or choice requests as compared to 2. (46 of 2574) for comparison

cllssrooms. When calculated Js a percentage of jut the child-initiated interaetions,

enild,direct or choice requests were 16 (266 of 1644) of the total child-intiated

interactions in REP classrooms and 6 (46 of 786) :n comparison classroomS. Looked

at ',her way, the data show teat there is more child question-asking behavior in

kLP c.)assroom5, a conclusion whin speaks positively for program implementation.

Another category of child - initiated interaction behaviors in which the

eh;ld initiates interaction with the physical environment, i.e., with toys, games,

eecAs, etc. In REP classrooms, because there is an emphasis on free exploration,

d greater number of observations in this cate,gory were expected. The results,

however, are emrivocal. When the occurreikce of child-initiated interactions with

the environment is taken as a percentage of the total, in the REF classrooms this

.type of behavior occurred 22' (783 of 3511) of the time and in comparison classrooms

13e (451 of 2574)-of the time., eowever, when the occurrence of child-initiated

interactions with the environment is taken as a percentage of just child-initiated

interactions, the figure for the Rill classrooms (783 of 1E44) and for the

comparison classrooms 60. (451 cif 78).

An importent type of chile- vitiated interaction occurs where a child .informs

effe-,elf with materials .-at are in thy classroom. A total of 114 observations

mdi.:e in the AP ell-,srooms wye "child informing himself with material"

while there were eeeo (0 such observations in the comparison classes. These

data suggest brat the REP's 4jective.of facilitating children's learning through

interaction with their envirdrent is being implemented in REP classrooms.



TABLE 4.9

Amount and Kind of Interaction in Responsive
and in Comparisdn Head Start 'Classrooms

Type of Interaction

RESPONSIVE 'PROGRAM COMPARISON

Number % of

Total

% of Child-
Initiated
Interactions

Numb,:
.

", of

Total
% of Child-
Initiated
Interactions.

TOTPL 3511 -- 2574 --

PLL CHILD-INITIATED

-
1644 A%

,

--
.

786 30%

Child direct or
choice request

/

266 16% 46

Child with physical
envirpnment 783 22t 48% 451 18% '60:

_._:.(..._

Child informing
self with material 114 7% 0 O OA .

.

_

,

.

% of Adult-
Initiated

Interactions

of Adult-
-Initiated
Interactions

ALL ADULT-
INITIATED

-

1243- 35. , 43%
.

Adult with individual
child 722 22 ',.

--------

62% 489 19t

_....

f

44 ".

MAL 3511 2574

-

--

Note: Percen ges do not total 100 as:those
intarac ion categories which do not
directly apply to the Responsive
Program have been omi tted.
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q!Jality of Adult-Initiated Interaction. The REP also has implications for

the nature:of adult-initiated interaction.. Because the REP emphasfzes.that the

adult should respend to the child as an individual, At was expected-that the teacher

and other -adults would initiate activity with an individual child more often in the

REP classrooms than in comparison classes. The lbservation data show that in che

REP P. (772 of 3S11) of the total interaction was adult-initiated interaction with

an individual c%ild; in comparison classrooms the percentage of the total inter-

action was 19. When the amount of adult-initiated interaction WitICan individual

child is viewed as a percentage of just the adult-initiatedfnteraction, in REP,

cld5roOms 62 of the adult-initiated interaction was wtjh an iiidividual child'

and in.' comparison classrooms 44% pf_the adult-initiated irde'raction was with an:

individual child. These figures, suggest that the REP classrooms were successful

in focusing adult interaction on the individual child.



on -Follow Jtr.uu. icagassrooms

auringthiSpring-Of 1971
,

an SRI observerciuserved six REP Follow Through

classroom,..; .onnunity B Comparah1e classrooms in CommUnitYli.were,hat available

for observatio.r, therefore, two similar classrooms Were selected in a -neighbrxing
. .- ,

city t,) co=rgi; .-:;sentent the six classrooms observed in reunity B.:' The analysis which
.

'Tbllows must necessarily assume_ that SRI carefully considered the Options available .

..__

__-_-.for contrast purposes and then chose the4tost suitable candidateS,
s

. .

,/

REP-Follow Thn.p.Wrclassrooms ilLkangitzB. The discussion

follows i.s based on mean ffequencies .rof what was observed during.. the FiVe-

Minute Observation periods- /Abe mean f.equency is computed by sunning all FM ,'`s

. _

for a given.cllassroom and 00,ai.ng by the number of FMO'Is for a particuiaritem:/
For -this analysis between 16 and 39 FMO's were

;,

completed per classrooin: ;Through
.

the technique )f factor analysis, SRI has reduced the large amount of`observation,

data to 441 ,variables which represent interpretable constructs'. Ihe fOl1041119
..

analysii is based on '28 of these variables; See Table4.10 for the raw data,

Before, we discuss,/the relationship' of the 28 NO factori, w shoutditimentio.n

the adult-child ratio in the cea-ss1:oom.- One facet of th, tlEP Is the eMploYmeht
,

in the classroom of full-time paid teaching assistants (who are usi1411Si parents

of enrolled children) to supplement the activities of the": nr ier - In the REP,

every effort is made to utilize the teaching' assistant as ~a teaching resource in

hor own'right, Although this commitment is not

tart is more than a mere helper who straightens

always honored, theteaching assis7f

up, -oleos the chalk board, and

serves:. snacks; t;iis is the substance of the idea qf implementation. The-presenCe'

of the teaching assistant is clear, from the data/on-adult-childadult-child ratibs for

Community B presented in Table 4_,10.:
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I

.

Tqiratio ofIchildren to adults averages about 9:1 for the REP classrooms and

about y 1 for theComparistnclassrooms. ThoUgh.this contrast indicates a. favorable

ratio/for-the REP, it also may influence the_data for the 28 observation variaples.
.

,

',iji -

For i /stance, the observer may tally more incidents of "adult communication,
0 .

, _
.

i.

small group" for the-RER.classrOm simply because there are more adults with whom to
J

/I'
.follismall groups. If such is the case.; and it is., then one aspect-of the REP can

blstaid to be implemented and working. It.can also be claimed.that'ths- aspect
____-

,---,

/
.

, . .. ._..

the prograM has been recorded and validated repeatedly by an Independent evalua-
. i /

,

A'Comparison of Responsive Program Classrooms with Traditional -Classrooms On
lected SRI Observation Constructs.. As indicated by the headings in Table 4.10,

bservation data were.gatheiTd for three kindergarteh'ind_three first-grade. class-

ooms inLcbmmunity B and two kindergarten non-Follow ThroUgb comparison classrooms

in a neighboring city. The number of classrooms seems small, but we will use a.

comparing procedure which As independeneof sample 'size.,

The questions we moUld like to answer are

1. Are there differences among the eight observeciclassroomS.Which might
't

/ /

shoW up when the 28.constructs are .examined as a Whole?

iIJr 2. Do sub-sets of the SRI constructs' which are of differing ,degrees of

importance to the REP distinguish between the REP and the. coMparison'program?

3. Which'indiVidual SRI constructs distinguish the REP claSsrooms from the

comparison classrooms?

In ansWer'to Question onq, we must reason thusq/ If each of the constructs

.1----. '

-
purports ,to measuyeHthe relatiive-frequency of/OccUrreRte of an eventof interest,

and if we or 6r the -direction/Of the frequency /of events in a way' that is predic--

table'from the Mgic of the/REP, then if tha./.REP is truly different from the

88



Comparison/Program the increased frequency .of events ought'to show up statistically.

We ranked;-the eight classrooms from :one to eight with one cc:Tresponding to the
..'

lowekt'frequency and eight correspondThg to the highest \frequency fOr each of the 28

constructs. We then used the nor - parametric Friedman two -way analysis of variance

by-Tanksstatistical procedOreWineri 1971) to analyze.column (or classroom)

differences in Observed/ ectiv/ity.

The'data yield-a FriedMan statistic of 14.47 which is distributed as chi.-
.

'.sqUare with 7 degrees of freedom acrd has a p4;1'.05. We may infer that there is a

difference-between REP ciassroOMs and the comparison classrooms obterved in CommUity

B. The mean ranks are /presented in Table 4.11 and in graph 'form in Figure 4.7,
// y

.where we have goUped the K/and 1st -grade classes for convenience, with means of the

group ranks indicated fo'r/ComparisOn /purposes. hispection of. the means in the

table and in the graph indicate that the main difference between the REP and com

.parison pro4aM /is'at,the--kindergarten. level. Post hoc comparisons will not be
)

perfoMed. We Will rest,our case here; making the point that the SRI observation

constructs4 tonSidered as a whole, do differentiate the particular classrooms

reported.

Que4tiOn- two.'can be answered ti-q same way question one was answered., We

have diviided the constructs into three.. .groups the basis 'of the implications the

REP mayhave for the construct and vice-versa: The groupings are indicated by the
I . \

codes g,,B,Land C in the column labeled Code in Table 4.10. The mean, ranks are

given in Table 4.10 along with the Friedman statistics.

4 it turns out, the teri constructs judged to be most important to the REP

had a-Friedmv statistic of 15.28 which, with 7 degrees Of freedom:has a p.05.

On this level of grouping,,the SRI constructs can be said to differentiate among ,

clasrooms. Inspection of Figure 4.8 will confirm that again the major difference

.89,
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appears to be between kindergarteners. The mean of the group ranks has been

indicated for comparative purposes.

For the t/elve'constructs judged to have "moderate" importance for the REP,

the Friedman statistic was not significant; however, inspection of the groUp mean

ranks in Figure 4.9 indicates that differentiation may be also taking place along

the lines of the most important constructs discussed abOve.

For the six constructs judged to have minimal impor=tance for the REP the

Friedman statistic was not significant. InspectiOn of Figure "4. "i :0 shows aimixed

distribution of meap ranks and group mean ranks, indicating the inability of this .

group of SRI constructs to differentiatd classrooms. R:

Question three (Which individual SRI constructs distinguish the Responsive.

classrooms. from the comparison-classroomS?),,--can-be anstered by applying the non-

1

parametric.Mann-Whitney U test to each item to test whether the two groups ;of

classrooms have been drawn from the same population.

The results of:thisanalysis are presented in.Tabf*4.10 where it will be seen

that eight of the'M variables have U Statistics-with probabilities, of less than

When these items are-classified by their. importance to the REP it is found that seven.

are of moderate: or great importance and one is not very important to the program

as a whole. 'Indeed, it can be. argued that the latter.item, although not conceptually:

iMportant, is indicative of implementation. The fact that patterns of interaction

in therjREP classroom have been changed may giVe the observer "moreto observe"-than

in the traditional claSsroom where students are usually arranged nib-re rigidly in
.

'rows.
e)

The following conclusions can be drawn from the above analysis:

1. Data colleCted using the SRI observation prOcedure do differentiate

-betwee(Planned.NariatiOn'Community B and a neighbOrfng contrast community.



2.-a. The sub-set of constructs judged to be most important to the implementa-

tion of the REP differentiates between Responsive classrooms and comparison classrooms.

Since these are the variables,that reflectstated REP objectives, this finding is

useful in determining whether or not the REP is being implemented. The REP has

been implemented and has brought aboui.desirable.chaageiin the classroom.

The sub-set-of constructs judged to be of lesser importance to the REP

failed to differentiate between Responsive and comparison clasSrooms, although the

constructs of moderate'importance manifest a trend i,n the predicted direction.

3. On an item level it was foundthat of the 28 SRI variables, eight

differentiated the-REP classrooms fromithe comparisa classrooms on the basis of

a'statistical test:- Children in the REP classrooms asked moreluestions. There

Were also more occurrences of one child teaching another child. These data are
a

consistent with the Head Start SRI observation data. As with the Head Start

observation data, the FolloW Through classroom observation data also provide--

evidenCe of implementation of the REP.
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LearningBooth_ilementation

The learnig -Booth is a prestruttured learningactivity for kindergarten

children in REPICIassrooms. A Laboratory pOblication, "Guide for Learning Booth

Attendants" (Ba,nes et al, 1970), describes the objectives and the activities of

the Learning Booth in detail. Briefly, a Booth Attendant would ask each kinder-

gartener ohce vday about two or three times a week if he or She would like to

play with a typeWriter.1 If the child agrees, the attendant leads the child to a

booth equipped with an.Oectric typewriter; and other related materials. The child

can play with thee typewriter for 10 minutes if he wishes; he can also leave early

or extend his time. The Booth Attendant can also stop. playing with the child at

the typewriter when-he notices that the child begins to lose interest. Appendix C

includes a description of the entire sequencf of the Learning Booth activities.

and notes on the Learning Booth Program in each of the four Planned Variation

cori1unities, as documents by the Laboratory Learning Booth trainer.

Table 4A2 presents the 1971-72 children's Learning Booth achievement an

capsuleoioteS on the Learning Booth Program in each community. Children in

Comminitie B, C,'and D-achieved above the standard set by the Laboratory (that

75% of the children reach Phase (3-4) at the end of the school year),. Commu-'

nity E had a lower achievement compared to the standard, due partly to the destruc-

tion by fire of Learning Booth materials during the_school year Booth programs

have been operational in Communities B, C, and D for four years. Thebooth program

in Community E has been in n-operation for only three years. Tables in Appendix C

show child performance for each year of booth operation for each community. The

increased percentage ofxhildren performing at the more advanced stages over the

years is a clear trend for each of theFour communities. In spite of the destruc-
,

.tion of booth materials in Community E, child performance levels for. Community E
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are comparable to the thi rd,year child per formance 'made by, children in

_ Comuni ties 8, E., and D. )7A Sher fv6:1.1kiiii ties - , C1 zand D--,have geed Learning

Booth programs, and, Coyriunity E (tevel c.op S:1 3arly

.Learning Booth perfor Ice is refgteil to Problem-solVing .'nd

of specific, demonstrable This assumption' has °been

sqpported by findings from othir: REP ihrough,districis'tithich
N

r

014 t achievemen in the ,Learaing \BOO is related to performance-on , stans4rdi zed
..

V

I t,reading test .(Rayder,. 1972).

°;-



.

Community

TABLE-.4.12.

Percent of Kindergarten Chi]dren Achieving at Various
PhaSespf the Booth Sequence At:the Endof the 197142

. School learand'eapsule Notes on Program Operation in
'1971 -72

Booth Activities-Phases

111. 1V

,(374)

79 .45

Notes

17 A competent new. Senior Booth
Attendant; half of the
Booth Attendants were new;'
Booth Attendants and teaching
assistants work half-time at
each job; good administrative
support.

Exc04ent Booth Attendants;
little job turnover; good.
administrative support; teachers

\

use information from the
Learning Booth to assess
children's .needs; excel lent
communication between Booth
Att endants and teachers.

68- Senior Smith Attendant
experienced and competent;
onlyi.iho of the 8 Booth
Attendants .were new; Booth
Attendants and teaching
assistants, work half-t'me in
the Booth and half-time ip
class.

New Senior Booth Attendants;
destruction of a FT school
by fire caused a lapse of
time whAch affetted the
achievement in 3 FT classes.

100 99 84 46

100)- 94 92 86 81
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,

`,'' - The id,ta' Presented-j-r(thlS chapter,' indicate that, the ob3ectives, for the, class-

room have been iiiiplemented in the Planned Variation cOmmunitieS
, ; , r

, r I

n . f . ,'.
' , ;

. ' r

,7
.

(1 )' 2"-Therri aj a ri tii of the FT teachers and teaching assistants* reported- -hat
,, \ ;'1 ..,... . .4 , .0'...

they had, gOod Working relationships There were few CoMplaints by ..the teahing
-'--q-,'

/5
I ' / 1

j r ,' as si stants, that they had -to- do, mos tly_meni al.-work in the -' cl as srooms .
-. N A / / r

I i

I ''' 6.'"6 ,'
(2) Analyses Ofytfie stren'gth',and directions of the irEdUcational :Forces.

,, ,,L, ,.; , ,. , .,,
,

I ' -
';'' I, i,

Invenforit,',:.demiinsferated that 'teachers : perceive the Program Advisors and the
, IT,' : -i- ,--,---,--/'

nteachingasvi tants as strOn -positive_ forces influencl g their teaching,. , The

. - , , -''''' ''' 1 . it' .- . , ,: .

-,..,, ,i,' :., , ,,:, principals re also so perceiyed as having positive influenCe, but to a lesser e:;tent-..

' :- - Program di/ i rectors in Communities i3, D and E are perceived as positive ..:but we.aTc
, ,,i :-:, ; ,,

-1 ,'' , -
, ii'.,,,'

, .

--,, K.. influences while Community ii: program 'director is perCeiyed as a ,strong pas i tive

influence .: Not one force i-S perceived as having strong negative influence; but
. ,

...
,

. the schools' physical faci-:i -Ei es in commuai ti es C and E and the social environment..,
1

. . . .
, .

in Communities P, and C.-are perceived as sone'what negative influences .. In all,
.

communities the :central office :adminittratiOn, the testing progi'ams and the State-
- -

,

;
,..

-i" '' , wi e MandateS are perceived as relatively 'neg'ative, but not strong' influences.

(3) The Foil oW Through teaChers'in the Pl anned..Vari atiOn coninuni ties have

good:morale' aS\.assessed-,by the Purdue Teacher °pi nnai re.

, ,t . (4-) Almost all the :P7C. teachers and teaching assistants reported -that they -., f
2 t ...r -

, . ,

,,' 'Y used the al jOr REP methods frequently ,i n their clasSraams. Aside from . this self-:, ..,,-

report evidenc- , the Stanford Rese rch InstitUte observation data also Indicated

.
',that DEP- classr6cits have more occu ren'es of the program's desired process vari-

..

- -abl es. than the comparison classrooms. These include more child-initiated questions.

N-n%
. ,j

I For. HS teachers/teaching assista- nt self report on working relationships , refer
.tOH.SJea'cher and ,Teaching AssistaRtYear-rEfid' Survey, 1.970-71 by Rhodes- & rui

. 19721 ',HS T/TA', also reported goceWorking relationships

00,\
A

, -_-,



And activities and more adult interaction with individuals or small'grOupsiof

children. These data provide evidence that the REP gives chiAren'different educa-

tional .experiences from Imise found in.traditional classrooms.

(5) The HS,PAs in each community indicated that their teachers/teaching

assistants had implemented the REP procedures at a level that is above average.

(6) Initial steps to involve parents in the classrooms have been taken: in

all the Planned Variation classrooms there were volunteer parents working with the

children and the teachers explained the REP to the parents. -There are no class-

room data yet to show the. nature of the parent involvement in the teaching/learning.

process..

(7) The Learning Bboth-has been successfully implemented in the-kindergarten

Classrooms in three communities and is developing.adequately in the fourth.

1o1



CHAPTER 5

PARENTS

. Far West Laboratory

Responsive' Educational

Program .

I

'Program Advisor District HS or FT7 Program Director

Schooystem
Comnimity Child

Services

Sources

Objectives, for Parents

1. To participate in the decision-
making process regarding the
Planned Variation.prOgram through

--:;the Parent Advisory Council (PAC).

2 . To.partici'pate directly in the
classroom and in school-related
functions' as paid employees and as
volunteers.

3. To become involved in educational
decision-making, realizing that
parents have both the right and the
.responsibility to share in determin-
ing the nature of their children's
education.

Data to be Presented.

SRIi Parent InterV'iew Data
1970-31

Communi ty

B C

HS FT HS FT.

D.

FT

X

HS, FT

SRI Parent Interview Data
1969-70

ParentrContent Questionnaire
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Parents

The Planned Variation program,.: recognizing thatthe faMily exerts the pri-

mary influence on the child's development, aims. to support. the parent's role in

the educational process. Parents are encouraged to become familiar with the

-educational program Ofthe sponsor and involved in the curriculum both at home

And at school. :Furthermore,.they are urged toparticipate.in eduCational decision-

making through such organizatiOns as the Parent, Advisory Council (PAC),*' In
.

general, it is the:goal of thd PV program to foster the parents' involvement with

.and control over theirchildreWS. educational experiences.

ThiS section, which fcicuse:oci the role of parents in the PV program, discuss -

es interview data collected bySRI and data collected by the Laboratory concern-

ing parentS' perceptions of tneir roles in the,educationaT process. Two previous

sections also deal, indirectly with the parent participation issue. The chapter

on Program Advisors.presents data that indicate how PA's spend theie time.

Typically PA's spent about 3% of their time'(or about four hours per month) at

parent meetings. The chapter on Classroom Process contains information regarding

teachers' efforts tb.inyolye parents in the program. About two - thirds of the

FolloW.Through teachers eportectrhat they.had parent volunteers. working in their

classrooms, and almost.all. of the teachers and most of the teaching assistants

said that they explained the REP to the:Parents of their children..

*

In this report, the parent oeganization associated with the PV program will be re-:
ferred to as the Parent Advisory Council (RAC). There is some feeling that the
word "advisory" is inappropriate in so far as it impliesa more restricted role
than parents themselves want to or should play in the program. Consequently, some
parent groups call themselves the Parent Council (PC).
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1970 -71 SRI Parent Jnterview

In the spring of 1971, Natiohal Opinion' Research Corporation (subcontracted

by .SRI) interviewed parents of kindergarten and entering first-grade children in

four,PV:communities. Parents of both Followl Through.and hon-FolloW Through

dikldren were interviewed ih their homes by a trained interviewer, During the

interview,, -which lasted about an hour, parents were asked a range of questions.,cOn-
,

cerxiing their children, their homes,.their participation in-the educatiOnal system,

and attitudes about:a number of school-related and other issues.

The.responses.of both Follow Through (FT) and non-Follow Through (NFT)

parents in the four PV communities to some selected questions are shown in Table_

5.1. Each parent was asked if he/she were aware that his/her child was, in Follow

Through. Most Follow Through parents interviewed (86%) answered "yes" to this

qUestion. A few (6%) NFT parents,misinterpreted the question and also answered

"yes:"' In Community B, however only 59% of FT parents indicated that they were

aware that their children were in Follow Through, which means that parent awareness

of the program is not so high in-this community as other 'REP communities where 90%

or more of the parents'interviewed knew of the FT program.

.Those parents who answered that they were.aware of the -Follow Through program

were asked, if they felt it was 'helpful to their children. As Table 5.1 indicateS),

the !parents questioned were almost unanimous in their approval of the program.

Parents were also askechif they had heard of a gyoup called the Parent

Advisory Council. On the average, somewhat over half of the FT parents and a

little over 10% of the NFT 'parents said they knew about the PAC. Those FT parents

who answered "yes" to this question were then asked several additional questions.

Among these were: Have you ever been a member of PAC? Have you ever gone to the
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PAC general meetings? If you had a problem about the school, coOld you get the

.PAC to do some -thing about it? Of the parents who answered these questions, 40%

reported that they were members of the PAC and almost 60% said they had attended

a PAC meeting. Also a large'number indicated that they felt the PAC has influence

over the schools. These figures suggest that, although there is not total parent

participation in the PAC; a fair number of parents were-active in the organization.

Overall, a fourth of the FT parents were members of the PAC and about one-half had

attended at least one meeting.

.A look across the four communities reveals that responses concerning, parent

involvement were similarwith the-one exception being-Community.B. Parehts'in

. this community appear to have been both less-:aWare of the PAC and lesS involved in

its activities. This finding, along with the finding that Community.B parents are

0

less aware that their children are in FolloW Through, .suggests that,communication

between th program:staff and the parent community may be less successful in

COmmunity B than in the other PV communities f at least with the Parents interviewed

in this study.

Another aspect of the parent involvement .investigated in the.SRI interview

was classroom visits. In all communities more FT parents had visited their

children's clasiroom.than had NFT parents. On the, average, 68% of the.FT parents
k

and 36% of-the NET parents indicated that they had visited the classroom at least

once Furthermore, FT parents tended to visit somewhat more often than NFT parents.

Sixty-six percent of the visiting FT parents reported coming three or more times,

ereas only 50% of the visitirig NFT parents came three. or More times during the

year. Another, interesting result concerning classroom visits was that for the FT

grOup more visits were prompted by other parents (79% compared to 53%).

The interview data also show that higher percentage of FT parents work at

school (25% compared to'11%). ThiS.outcome is consonant with one of the goals of
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Planned Variation, which is to involve parents as pre- professionals (e.g.-, teach-

'ing-aSsistants, learning booth attendants) in the school system.

Parents were also asked about their reaction to their children's progress in

school.. In geheral, FT parents appear to be'More satisfied with their children's

progress. In all comMunities, more FT tban,NFT parentsreported being "Very.

_3

satisfied.'

1969-70 SRI Parent Interview

Considerably less extensive information is available concerning parent respon-.

ses to the 1969-70 SRI Parent Interview. Four questions of the interview schedule

tapped.the general feelings of 55 Follow Thrbugh parents concerning their own

ability, to influence school policy. Two additional questions focused on how parents

.

Terceive school personnel. Table .5.2 contains data from.CoMmunity B only on these

six questions. The responses reflect a generally positive feeling on-thepart of

parents concerning their own ability to influence school policy. Parents also

felt that schOol personnel were concerned dbout parent attitudes, and reported

they believed that school personnel were aware of parent wishes.



TABLE 5.2

Community B. FT Parent Responses to Selected Items on the SRI Parentinterview
Spring, 1970

Statement
.

Strongly

Response'

Strongly,.

Disagree
Slightly
Agree

Slightly
DisagreeAgree

"
,If parentS wanted something changed
0out the schools, there would be a 1

godd chance of getting it changed, .- 34%. 40% 14% 11%

If the parents disagree with the
teacher or the principal, there .

is.nothing_parents can do about it. 9% 7% 23% 60%

There is nothing parents can do''
to change the schools. 5% 5% '16% .72%

Parents have a say about how.
schools are run. 34%. 36% 16% 13%

In this commUnity,_people'who
.run the schools really care '.

about what parents think. 60% 26°A, 2%

People who run the schools really
know what the parents want. 31%: 36% 20% 13%'
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Parent - Content Questionnaire

The Parent- Content Questionnaire (PCQ) is. an axperiMental instrument designed

to measure perceptions of various groups including parents of parental role in

the educational process. It was administered by Laboratory staff to various

groups such as parents, teachers, teaching assistants, administrators, etc. in -

four PV communities' in the spring of 1972.

The questionnaire consists of 11 11parent" phrases and 22 "content" phrases

which, when combined,-yield 242 statements that,describe various degrees of

parental concern and control in the educational decision-making process. For

example, a "parent" phrase--"Parents do make decisions about"--and a "content"

phrase--"who teaches their children"--would be combined, to form one statement:

"Parents do make'decisions about who teaches their children." This "parent"'

Orate would similarly be combined with the remaining"21 "content" phrases, and
.

the process would be repeated over each of the 11 "parent" phrases; The 'respon- ,

dent is asked whether he agrees or disagrees with each of the resulting state-

ments. This format makes it possible ,to compare the responses of various

stakeholder groups with one another, and also to compare the responses a given
,

group makesjor.different statements wilthin the questionnaire.

Extensive anatyset of the PCQ data are underway. These will include

determining and,comparing probabilities of responses made by various groups and ..-

applying multi-dimensibnal scaling techniques-to the data For the present report,

however,. preliminary analysts of the data examined the responses of parents to

three: "Parent" phrases and four "content":1-ihrases. The three "parent" Orates were

1

"Parents care abOut," "Parents want to make final decisions about,." and "Parents

do .makefinaldecisions about." The. four "content" phrases were:.' "who teaches

their children," "the .powers of the Advisory Committee," "what tests*their

children may be given," and "what parents May do in the classrOORL"
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The percentage of agreement among parents '.t.0 the four statements in ,each

"Parent" phrase category is presented in Table 5.3. Information is presented

for Communities B, D and E; no parent responses were obtained in.ComMunity C. It

should be noted that in Communities D and E the number of pai'ents sampled was

quite small. Thus,:the possibility that the responses'of the persons questioned

may notreflect the parent,Community as'a Whole should be kept in mind-. It. can be

seen from Table 5.3 that agreement is highest for-those statements beginning with

"Parents care about." Eighty-three percent of the parents in Community B,-78% of

the p4rents in CoMmunity D and 75% of the parents in Community E agreed that parents

care', about the four "content" phrases examined.

A somewhat smaller percentage of parents in the three communities agreed with

the statements begnning_with "Parents want to make final decisions about." When

parents were asked whether "parents do make the final decision about" the four

aikeas in questicn, the percentage of agreement dropped considerably. In CommunityD

only.15%.agreed with the four statements and in Community B only 25% showed agree-

ment with the statements. In Community E, however, 4g% of the parents did agree'

that parents make the,finaldecisions related to the four areas.. Though this is

lower.than.thepercentagewhofeltpar!entsshouldfliakethefluldecisionsin-
,

these areas, it nevertheless !is markedly higher:than the other communities' percent

of agreement in this category, and may well reflect that parents in Community E are

making more of,the decisions that /ffect their children's education.
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TABLE 5.3

-Responses of Parents to the Spring1972 P4rent-Content Questionnaire Reflecting

Degree of Parental Concern and Control Regarding Educational Process

Community Responses

"Parent" phrases
*

B(n=62) : D(n.--16 E(n=12) Total (N =90)
,

.

"Parents care-aboUt.,..." 83% 78% 75%. 81%

"Parents want to make
final decisions about..." 58% _, 64% 67% 61%

"Parents do make final
decisions about..:" 25% 16% 42% 25%

*-The four "content" or completing phrases Were: "who teaches their children,"
"the powers of the AdVisory Committee," "what tests their children may be glVen,"
and "what parentS'may do in the classroom."

.
.

To summarize, these preliminary.data do indicate

.

that:ApW ents in PV

communities do care about certain areas related to the education of their child,
:>

and to a lesser degree parents want-to make final decisions about these areas.

Moreover, one fourth of all!parents involved in this study felt they influence

decisions related to such reas as teacher selection, child testing, in -class

parent behavior and PAC operation. The high -percentage (42Wof Community E

parents who indicated they influence decisions in the four areas examined may

reflect a higher level of parent involvement in the decision-making process in

that community.
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Summary

The involvement of parents 'in the educational process which serves their

children is a major. concern of the REP Planned Variation program. The information,

obtained from parehts. which was presented in this section indicated that:

(1) Most Follow Through parents were aware of the Follow Through program and:

felt that itswasy helpful to their children,

(2) kfourth of the F011ow.:Throughparents reported that they were members

of the PAC, and about and-half had, attended at least one PAC meeting during the year.

(3) FollOW Through parents tended to-Visit the classroom more than non-Follow
1

Through parents,'and more Follow Through parents-were employed by the School

system than were non-Follow Through parents.

(4) Follow Through parents'indicated a higki degree of iatisfaction with the

progress their chilceen'Were making in school; andlin all'comMunities,Follow Through

parents shcwed greater satisfaction on thiS dimension than non-Follow Through parents.

(5) Most parents of children in the REP Planned Variation program expressed

concern about issues relating to the education of their children, and many indicated

a desire to make decisions. about these issues..

(6) About one fourth of the :PV parehts:whO completed the Parent7Ccintent

Questionnaire felt that they do inflbencedeciSions related to several aspects of the

educational process." The community where. parents appear to have the Most input into

the educational deCiSion-making process is COMmunitY E. In a separate interview,

parents in Community B'evidenced a positive feeling concerning the ability of parents

to influence schOol policy.
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Each child in the Planned

Variation Program is guaranteed a

comprehensive vari ty of uppleMen-

tany services. .T ese services range

frorrla.well-baarled hot lunch nuiri-

tionaI program t6 dental, health and

psychological services. The REP con-

sid0s these services critical. In

fact, a major portion of the worth of

the Head Start PV program must be

based on the delivery and adequacy of

these services. However, the documentation and evaluation of auxiliary health and

nutrition services delivered to PV children are outside the scope of this report.

Other organizations have received contracts to evaluate this major component of the

Planned Variation program.

Thus far tn the report we have been concerned with thi-delicery system of the

REP Planned Virtation program and the form of experience.which is provided to the

child in terms of tht-school system, the classroom process, parental participation

and involvement, and health and nutritional services received by the child. All of

these components have a cumulative effect on the child. The next section, which

reports child 'performance data, represents only a small part of this cumulative

effect. The other child outcomes that reflect the total impact of the PV'program

have yet to be documented.
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CHAPTER 7

THE CHILD

Objectives for the Child

1. to develop problem-solving and intellectual
skills.

2. To promote academic achievement and ensure
language competence.

3. TO develop a healthy self-concept.

4. To develop a positive attitude toward
school and learning.

5. Ultimately to improve a child's life
chances,

Data to be Presented

.Community

ci

. 1-

.

Preschool Inventory .(1970-71

B C . D E

HS FT HS FT

X

HS

X

FT HS FT
.

Wechsler. Longitudinal Data (1968-71) X 'X X X

Boehm Test of Basic Concepts
(1970-71)

-0 X

Raven's Progressive Matrices
(1970-71)

,_.., ._

X X.

Language Facility (1971-72Y X

Learning Booth (1971-72) X X X X

Smiling Faces (1969-70). X

Questions about Child's
Attitude Toward School on 1969-70

SRI Parent interview

)C

Attendance Data (1969-70) t......' x.

..._ c.. 1
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The objectives for the child, as stated in this chapter, are long range goals,

which in turn lead to the ultimate goal.of improving the life chances Of children.

We have purposely used. dotted lines in our implementation/delivery system diagran4

to connectto the child. A child's life chances are not assessed by a series of

one-to-one; cause-and-effect relationships between what happens in the classroom

and what evidence shows that the child has learned. To measure- -,adequately whether

even those child objectives (stated on the previous page) have been achieved4,s ane
enormous task. The task may even be an impossible one, given the wide scope

of the objectives, our limited knowledgg of the learning process, and the limited\

kinds of measurement instruments presently available. To-re-emphasize, we feel

that the assessment efforts-should concentrate on the nature and form of experiences

provided to a child.

Presently, we do not claim to have any data that ade uatel measure long-range

child objectives. The data on a variety of standardized-tests, which form the

bulk of this chapter, merely provide some evidence of how children in the Planned

Variation program perform on academic achievement measures. These data are the

easiest to obtain, and are probably the least adequate for the task of assessing

the progress of children in the PV program.

'Recognizing this position and the limitations of standardized achievement

tests, the Laboratory had made efforts-to use and/or develop instruments that

may more appropriately measure our objectives for children. A Target Game

(FitzGibbon, 1971) that measures children'S level ofaspiration. about their "own

abilities is being field tested: Another instrument that relates to self-concept,

an attitude scale that assesses a child's perceptiOn of his social relations in. !

school (FitzGibbcn, 1971), is also being field tested., The Laboratory has also
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attempted to identify specific characteristics of problem-solving skills (Barnes,

et al., 1971),. and is developing a pattern game to assess these characteristics

(Yinger, 1971). The Language Facility Test.(Dailey, 1968), which puryrts to

provide a measure of oral language facility not based on the child's vocabulary,

information, pronunciation, or grammar, was field tested in Community E, and data

from the field test are proVided in this chapter. Other data on locus of control

are also being collected. -We feel that our efforts and other investigators'

efforts in developing innovative measures and in searching for new ways to assess

progam objectives will eventually lead to fruitful results.

The remainder of this section reports such information as attendance and

attitude indicators along with standardized test scores on PV children in the REP.

In most instances, specific sets of data are available for certain communities but

not for others. The expense of collecting these data, the fact that data wert

. retrieved from various sources each using a separate testing design, and the

policy of collecting test data to answer'specific questions in specific communities

contributed to this situation. Other test data such as the Wechsler test scores,

are available on all communities.

Community B: Child Attitude Toward School

SRI parent interview data were available for 55 parent's of Community B kinder-

garten T children. Parents' responses to the queStion, "How does your child feel

about his teacher?" are shown in Table 7.1.

TABLE 7.1

Parents' Report on How Their Children Feel About Their Teacher.

(1959-70)

Likes Teacher
a Lot

Feels So-So
About Teacher

Doesn't Like
Teacher

Number 51 4 0

(93%) (7%) .(0%)
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Almost all parents (51Lof 55) felt that their children liked their teachers.

None of the parents felt that his/her child disliked the teacher. Although these

data may reflect parents' willingness to say what they thought was expected, they

also suggest that parents perceive their children as responding positively toward

their teachers.

Another way to find out about a young child's feelings toward school isto

ask the child. An attempt was made by SRI to use an instrument called, the

Smiling Faces to find out how a child feels about school-work.and his teatherand'

how others feel about him. The child was read a statement, and then was presented

with three line drawings to record his reaction: a smiling face to reflect agree-
*

ment with the statement, a.face neither smiling nor frowning to reflect a neutral

attitude, and a frowning face
!

to reflect disagreement.

The limitations of this instrument-are discussed in depth in another repOrt

(Rayder et al., 1972). Howeyer% data generated from the instrument are probably

best 'used for making general .statements- concerning child feelings.

Table-7.2 shows how kindergarten children responded.. to selected questions

on the Smiling Faces. All.these OueStions deal with the child's satisfaction

with the school "environment'' and activities. If the responses the children gave

are reliable and the procedurel&alid.,' the data collected on the Smiling Faces may

be interpreted as reflecting a general attitude toward school on the part of

Community B children. The results suggest that a solid majority, averaging about

75% of the children tested, have a favorable attitude toward their school environ-

ment. Almost all the. children (82%) felt their teacher had a ,positive- feeling

toward them and a high, although slightly smaller percentage, felt positive toward

4

their teachers.
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TABLE 7.2

Number and Percent of Follow Through Children Responding to
Smiling Faces Statement

(1969-70)

Statement

Feeling about,coming to
school in the morning

Feeling about learning
new things

How do yOu'think boys
and girls in class
feel bout you

How teacher feels about
you

How you feel about
your teacher

How you feel about
other boys and girls
in school

Number
Scorable
Answers

Number and Percent Responding
AP

Happy So-So Sad

141 98-(70%) 24 (17%) 19 (13%)

i

144 106 (74%) 22 (15 %) 16 (11%)

110 81 (74%) 29 (26%) 0 (0%)

123
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101'(82 %) 22_(18 %) 0 (0%)

141 97 (69%) 26 (18%) 18 (13%)

143 85 (60%) 31 (22%) 27 (18%)

The same'patterh occurs in the attitudes regarding fellow classmates.-

Seventy-four percent marked "happy" when asked how they thought boys and girls

in class felt about them, and 60% marked that they felt "happy" about other boys

and girls in school: All in all, these findings probably indicate that the school

is a positive and pleasant experience for most Community B Follow Through children.'

Community B Absentee Data

Absentee data for Community .B were collected from district records durihg

1969-70 for'all six kindergarten PV Follow Through classroomsand for two comparison
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classrooms. Table summirizes these data.

TABLE 7.3

Community B Absentee Data for Kindergarten
PV Follow Through and Comparison Children

Group ,Classrooms Children Absentees Average Absences
per Child

Follow Through PV 6 177 1795 10

Comparison Groups 2 68 879 12.

As shown, the comparison' classes recorded about two -more days absent per child

than the Follow Through PV classes. Though th9 data are difficult to interpret,

they are indicatiyg_of a trend that is evident in other Follow. Through districts

(Rayder, et al., 1971). There are several possible explanations, for this phenomenon,

as well as some plausible statistical arguments for ignoring such results. The fact

remains that PV Follow Through children in Community B missed fewer class days

than their non-Follow Through cohorts.

Oral Language Facility - Community E

In April, 1972, data were collected in Community E to assess ora,1 language

facility. The'REP is based on alanguage experience approach to language instruc-

tion, an approach which, uses the language and thinking of the child as the basis

for instruction in language skills. In light of the objectives of the REP

language program, an effort was made to find an instrument which did not use

middle-class English as the criterion for determining successful language performance.

The instrument selected was the Language Facility Test (Dailey, 1968) which,

according to the author, provides a measure, of language facility not based on
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the child's vocabulary information, pronunciation, or grammar.

Research was conducted to gain experience with the instrument and to explore

three major questions:

1. Is there a difference between FT Planned Variation and a comparison group

of children in oral language facility?

2. Is there a difference between Black and white children in oral language

facility?

3. Is there a difference between boys and girls in oral language facility?

The test was administered to 32 'kindergarten children who participated in the

Community E REP (PV children) and 24 children who attended schools in Community E

but did not participate in the Planned Variation program (NPV children). Both the

PV and NPV groups were evenly divided by sex, and half the children in each group

were Black and half were white.

The PV children were selected from high implementation FollOw Through REP,

classrooms; they had previously been in the Head Start REP. The schools frpm which

the NPV children were drawn were judged to be relatively comparable to the PV

schools on the basis of location, facilities, and children served. The majority

of the NPV children had not had Head Start experience. All the PV children came

from families who met the 0E0 poverty guidelines. Of the 24 NPV children, eight

were from families whose income was below poverty guidelines, nine were from families

whose income was above these guidelines, and for seven children income information

was unavailable.

A three-way analysis of variance (Program X Ethnic Group X Sex ) was performed

on the data Table 7.4 depicts the analysis of variance design and indicates the

subgroup means and standard'deviations. None of the differences between groups

was significant. The findings suggest no difference between the PV and NPV group
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in terms of language facility. Similarly, children tend to score the same whether

theyre Black or white and regardless of their sex.

The average total score of the PV and NPV groups (16.9 and 16.9 respectively)

was compared to the norms presented in the, manual. A score of 16,9 falls at about

the 82nd percentile for six-year oldlehildren,,indicating that the language facility

of these children surpasses that of 80% of the children in the norm group.

In summary, PV kindergarten children, who presumably come from the homes with

the lowest income in the community, appear to be performing on a comparable level

with NPV children, many of whom came from more affluent families. Furthermore,

both groups of children appear to be performing favorably when compared to the

norming sample.

TABLE 7.4

Analysis of Variance Design with Cell
Means and Standard Deviations

Planned Variation Non-Planned Variation

Boys

n=8

Girls -

n=8

. Boys

n=6

Girls
*
n=6

Black X=16.0 X=1E46 X=18.6 X=16.3

s,d..2.0 s.d.46 s.d.=3.1 s.d.=4.9

n=8 n=8 n=6 n=6

White X=15.5 X=17.4 X=16.0 X=16.5

s.d.=2.8 s.d.=3.9 s.d.=3.2 s.d.=3.3
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IThe Preschool Inventory - Communities C and D

The Preschool 'Inventory (PSI) developed by Bettye Caldwell (1967) is designed to

assess a beginning kindergartener's knowledge of ordinal number, size, quantity,

color, shape and position, etc. The test has 64 items. The Laboratory administered

the test to 26 Head Start children in Community C and 26 Head Start children in

Community D at the end of 1970-71 school year. The data were scored in two ways.

First, the total correct score was obtained for each child. Next, the items were

grouped,by content into nine subscales that seemed to relate to specific curriculum

objectives: (1) knowledge of self (name, age), 3 items; (2) 'knowledge of parts

of body, 6 items; (3) recognition of action words, 3 items; (4).knowledge of

color, position, size, number, 6 items; (5) counting ability, 8 itemsi (6) skill

in comparing objects, 8 items; (7) knowledge of ordinal number,_4 items;

'.(8) ability to make simple geometric figures, 4 items; (9) knowledge of color and

shape, 9 items. Thirteen items (items 19-30 and 51) were not included in the

subscales because these items were judged to have poor content validity. Ford

example, item 19 asks, "If you were sick, who would you go to?" The answers
1

"dobtor" and "nurse" are credited, but the equally ltkely and acceptable answers
e

"hospital" or "my mother" are not credited. Table 7.5 presents the PSI scores.

. d.

125



TABLE 7.5

Preschool Inventory (PSI) Scores (1970-71)
for Head Start PV children in Communities C and D

Community C (N=26)

Pre Post
Mean Mean Diff.

(SD) (SD)

Community D (N=26)

Pre Post
Mean Mean Diff.

(SD) (SD)

Total (all 64 items) 51.3 57.0 5.7 36.6 51.8 15.2

(SD) (11.98) (8.78) (9.13) (7.86)

Content areas:

Knowledge of self 2.7 2.9 .2 2.3 3.0 .7

(3 items) (.72) (.27) (.67) (.19)

Parts of body 5.2 5.6 .4 3.8 5.1 1.3
(6 items) (1.46) (1.25) (1.35) 11.09)

Action words 2.8 3.0 .2 2.1 2.3 .2

(3 items) (.50) (.19) (1.01) (.61)
, \

Color, position,
size, number 5.0 5.1 .1 3.0 4.3 1.3-

(6 items) (1.65) (1.24) ...(1.77) (1.24)-

11

Counting '--- s--- . 4.7 6.3 1.6 4.5 5.7 1.2

(8 items) (1.94) (1.53) (1.34) (1.48)

Comparing objects 6.8 6.8 0 5.0 6.7 1.7

(8 items) (1.35) (1.42) (1.44) (.99)

Ordinal number 2.5 2.9 .4 1.8 3.0 1.2

(4 items)
.

.

(1.45) (1.22) (1.17) (1.30)-

Ability to make simple
geometric figures 2.9 3.5 .6 2.1 3.4 1.3

(4 items) (1.07) (.69) (1.05) (.93)

Knowledge of color
7.9 8.7 .8 4.6 8.2 3.6

_ and. shape

(9 items)
(2.04) (1.03) (2.39) 11.28)
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Community D children had lower initial test scores and, as expected, shoWed

greater gains over the school year. On the average, they achieved 15 more correct

items at the end of the year than they did at the beginning,of the year. Community

C children scored higher than Community_D children; their pre-test average (51.3)

is comparable to the post-test average (51.8) of Community D children. It should

be pointed out that children in Community D scored unusually high on the PSI; as a

group they made 57 of the total 64 items correct at post -test time.,

The PSI manual does not present norm data. The University of Hawaii Head

Start Research Center calculated norm data for the PSI based on pre-test scores

made by 1575 children in the 1968-69' Head Start National Evaluation sample. Their

norm data indicated that for the.age'group of REP- children at pre-test _(54 months).

the national average score was 25.69 (S.D.=9.2). The REP HS children (Communities

C and D combined) scored.. on an average of about 44 points. This large discrepancy

is being examined.

{ The Boehm Te :t of Basic Concepts - Community D

The Boehm Test of Basic Concepts (BTBC) (1970) is designed to measure Children's

1

mastery of concepts considered necessary for achievement in the beginning ye rs of

kindergarten and first and second grades. The instrument consists f 50

pictorial items arranged in approximate order of increasing difficulty and divided

evenly between two booklets, each containing three sample questions followed by

25 test questions. Booklet 2 is more difficult than Booklet 1. Each item consists

of a 'set of pictures, about-which statements are read aloud to the children by the

examiner. The statements briefly describe the pictures and instruct the children

to mark the one that illustrates-the concept being tested.

Basic concepts such as, "below," "different," "lic. le," "more," "top," etc.,,
*

are presented in their simple forms; that is, each item preients_only one concept
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in a straightforward manner. The concepts are grouped into four categories:

(.1) space (e.g., "top," "through," "away from"); (2) quantity (e.g., "few," "most,"

---"-Whole," "several"); (3) time ("next to," "middle," "faethest"); -(4) miscellaneous,

including five concepts that do not belong to the other three categories ( "different,"

"other," "matches," "alike," and "skip").

Twenty-three HS PV children in Community D, took the BTBC at the end of the

,1970-71 school year. The BTBC was administered somewhat diffekhtly from the

standard procedure presented in the manual. The standard procedure allows each

child to respond to a givlp item only once. For example, the examiner asks the

child, "Mark the box that is away from the table." After the\child responds, the

examiner continues to the next item. In tne REP test-administration, the Child

was allowed up to two other chances to respond to an item. This administration

-prOcedure allowed the child to disCover the correct answer himself. The testing.

experizice was consequently transformed into a learning experiince instead of being

merely a testing experience. However, for the recording of correct answers, only

the first response to each item was scored. These scores are presented- in Table 7.6.

TABLE 7.6

Community D HS PV Boehm Test of ,flas4:Concepts Scores

Mean

-- 29.2

.Standard Deviation Max. Score Min. Score Range

6.6 41 18 23

am,

.,

When test scoret made by REP children were ,compared to the nation', Community D

children on the average performed at the 65th percentile. The norm group wasbased

on the performance of 9,737`.children. But the modified testing procedure used with
t

the REP children could have influenced'ther scores.
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The average age-of the group of children who took the Raven's Matrices was

53 months. The Raven's manual. does not present norm data for this age group. The

manual does ,,how tiat..for the age:group of 66 months, a total score of 12 foi- sets

A, Ab,,,and B compares to the 25th percentile of the np ing group. To gain more

information on the Raven's, and in particular how FT children. performed on it, the

instrument was administered at the second-grade level in Community E to 34 Follow

Through.children and to 45 comparison children. Table 7.8 presents the mean scores

for Follow Through and comparison chi dren

TABLE 7.8

Raven's Progressive Matrices Scores Made by
Community E Second-Grade

Follow Through PV and Comparison,Ctildren

Follow 'Through PV
(N=34)

Comparison
(N=45)

Raven's Mean SD Mean SD

A 8.9 1.60 9.4 1.45

Ab 7.3 2.37 7.6 2.34

B. 5.5 2.02 5.8 2.57

Total 21.70' 22.80

:id significant difference was found between the Follow Through and comparison

children. Both groups performed quite well and their average scores compared to

the 75th percentile norm scores presented in the Raven's manual.

Wechsler Longitudinal Data

The Laboratory collected lOngitudinal Wechsler (1949) data on selected samples

. of kindergarten, first- and second-grade children in the four Planned Variation,

_communities. The Wechsler Scales were administered to children at the beginning
1

OM-

and the end of the 1968-69 school year, at the,beginning and the end of the 1969-70

school year, and at the end of the 970-71 school year. Longitudinal data exist for
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only a ,small portion of these children. Also, we do not have data to show that

these children were in the Head Start REP before their kindergarten experiences,

although some of them might have been. This wea(ens the value of these data for

evaluating the Planned Variation program. Nett only are longitulihal data inherently

difficult to collect, but with the limited funds available to Head Start programs,

adequate data can rarely be gathered.,

The scale used for kindergarten children was the Wechsler. Preschool and Primary

Scale of Intelligence (UPPSI),- and-for first7grade children, the Wechsler Intelligence

Scat.: for Children (WISC). _

The two instruments., are parallel, the WPPSI being the downward extension of the

WISC, Both instruments contain six verbal and six performanCe subtests. In a

standardized administration of the WISC.or WPPSI, 10 subtests are given. Raw scores

are converted into scaled scores. The sum of the'scaled scores on the 10 subtests is

used to calculate the child's Intelligence Quotient (I.Q.). Two verbal and two

performance subtests were selected from the total test to-reduce testing time. The

two verbal subtests are the Vocabulary subtest, which requires a chicidte4ive word

meanings, and the Similarities subtest, which requires a child to'explain why two

elements belonging to the same category are",alike (e.g., the child is asked why a

plum and a peach are alike). From the performance section were selected the Picture

4pmpletion subtest, which requires a child to identify the misstng.element in a

picture, and the Block Design subtest, which requires the child to'arrange colored

blocks to match patterns'shown to him on cards. These four subtests were chosen

since they individually have been shoWn to correlate Highest with the Full Scaled

score. Theselected four subtests can be considerecirepresentativeof the general

notion of I.Q. and representative of the Wechsler instrument as a whole.

In this report, what is termed the total WPPSI or WISC score is the sum of the

four scaled scores made on the Vocabulary, Similarities, Picture Completion and
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/
. /

Block Design subtests. 16 highest possible Sca10 score for each subtest is 20;'

/
therefore, with four'subtes.ts the highest posspfle total WPPSI or RISC score is 80.

Based on the standardization sample, the general population of children would have

an average total WPPSI oF WISC scaled score of 40 and an average subtest score of 10.

The children's lopj'itudinal Wechsler scores should not be consid red a measure

,/
of the cognitive ob)ectives of the REP. These scores indicate how the hildren in

the REP perform on,'a standardized intelligence test over a period of time. Figures

. .

7.1, 7.2 and 7.3 present children's total WPPSI and/or WISC data over a two-year

period. The data are presented in three groups: Group 1 is the 1968-69 kinder-

garten group: Group 2 is the 1969-70 kindergarten group; and Group 3 is the 1970-71

first-grade group. (Tables 8.3, B.4, 8.5 in Appendix B present subtest scores.)

In general, children in the PV REP tended to_scOe below national norms in kinder-

garten. At the end of first grade, all kindergarten groups scored at or above

national norms. Children who entered the REP as -first graders scored close to

national norms at entry and maintained that level' of scoring after two years in the

program.
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We could follow only eight kindergarten children (two from Community C

and six from Community D) over a three-year period. Each child's performance. over
4

the ree years is presented separately along with information of the child's

famil background to1lected in 1968.

Case (1), Community C. Girl, Black, mother'works outside the home.

,55

45

35

25

1 .2 3 4 5

.Wechs-

ler

1

Fall'68
K.

Time of Test
4

Spr.'70
1st

5

Spr.'71
2nd

2

Spr.'69
K

3

Fall'69
1st

Vac. 12 6 13 12 11

Sim. & 11 12 12 8.

P.C.
11

11 10 12 10

Q.D. 10 9 11 12 13

Total 41 37 46 ..48 42

Case (,2)i Community C. GirliBlack, no information. about'family:

1 2 3 4 5

1 2 3

Voc. 9 5 10 11 13

Sim. 12 4 14 f3 13

P.C. 7 10 4, 10 10.

B.D. 5 8 12 10 8.

Total 33 27 44 44 44
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/ Case (3), Community B. Boy, white. Father works at steel plant, has eight years
schooling. Mother works as nurse's aid. Child has seven siblings. Child has
hearing

5.5

trouble.

Wecfis

ler

1

Fall'68
K

Time of Test

5,

Spr.71
2nd

2

Spr.'69
K

3

.Fall'69

1st

4

Spr.'70
1st

Voc. 7 11 9 6 7

45

Sim. 10 10 14 5 6

P.C. 9 6 9 12 8

B.D. 12. 11 11 12 12
-35

Total 38 38 -43 35 . 43

25

5

Case (4), Community B. Girl, white. Mother does office work. Parents are separated.
Child lives with mother and has one older sibling.

45

1 2 3 4 5

Voc. 3 7 6 5 5

Sim. 5 4 8 8 13 12

P.C. 5 9 10 13 9

B.D. 13 13 16. 17 16

Total 26 37 40 '; 48 42

.25

4
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5b

45

35

25

55

45

35

25

Case (5), Community B. Boy, white. Father works at steel plant. Mother is at
home. Both parents have 12 years of schooling. Child has four older siblings.

Wechs-
ler

1

Fall'68
K .

Time of Test
5

Spr.'7
2nd

2

Spr.'69
K

3

Fall'69
1st

4

Spr.'70
1st

Voc. 6 7 10 1O 7

:Sim. 9 8 12 9 9

'Om MIlla Wm, .1110 111 P.C. 10 12 8 9 9*NM

B.D. 10 9 11 10 11

Total 35 36 41 38 36

3 5

Case (6), Community B. Boy, white.' Father works as ironworker. Mother is at home. ,
Both parents have eight years of schooling. Both parents may have drinking problem.
Child has speech problem.

3

Voc. 6 8 6

Sim. 10 6 13

P.C. 6 7 5

. B.D. 11 8 12

lotal 33 29 36

136 I
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55

45

35

25

Case (7), Community B. Boy, white. Parents are divorced. Child lives with !nether.
Siblings: five older and one younger.

MN& Imm AIM MEP 01 =1

Wechs-
ler

1

Fall'68
K

Time of Test
5

Spr.'71
2nd

2

Spr.'69
I(

3

Fall'69
1st

4

Spr.'70
1st

Voc. 7 9 11 9 6

Sim. 11 7 8 10 14

P.C. , 12 10 12 11 13

B.D. 7 13 11 10 13

Total 37 39 42 40 46

Case

education.

55

(8), Community B. Boy, white. Mother is at home. Mother has 10th-grade

_1 2 3 4

VOc. 8

45 Sim. 9 9 . . 8 8

P.C. 8 10 7 13

B.D. '9 9 11 10

35. Total 34 35 . 34- 42

25

1 2 3

1.37



The longitudinal Wechsler data for individual children over three school years

also indicate that the children's tot .l Wechsler scores do not decline. In six

cases, the scores had moved upward; in e remaining two cases, the scores had

remained relatively at the same level with upward'fluCtuations occurring between

the initial and final testing periods. The vidence is not conclusive in that

the group is so small'and in that test-retest fect is not controlled. It may

be aryued that they fall into the.anecdotal cate ry. Even so, they are of value

and they do point in the positive direction for ou implementation effort..)
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Summary

Data in this chapter show the performance of.HS and FT PV children on a

. number of unrelated tasks. Most of the tasks were conceptualized or designed to

provide some evidence that the child Is operating at a certain level concerning,

certain dimensions, or has developed along certain dimensions over time. The smiling

face informatibn, for exam*, reflects on a child's attitude toward school and his

teacher. And the Boehm, Preschool Inventory, and Wechsler data refleet a child's

ability to perform standardized "academic -type" tasks.

The evidence of child performance reported in. this chapter is extremely

positive. Preschool Inventory and Boehm test scores show HS children performing

at a level that exceeds national averages. On the Raven'sProgressive Matrices,

an instrument designed to measure "logical thinking," and on the Dailel, Language
.

Facility instrument, designed to measure language production, groups of REP children

also exceeded national-averages.

0echsler I.qc-data was also favorable. Groups.of children were followed for

two'and three years from the time they entered REP, and overall, theoscores reflect

an upward trend. The initial levels were well below national norms, but in two years

thex had progressed beyond the national average. The data for the three-year

i

follow-

,
up is based on a much-reduced sample, but indications are thatothe,gains of the first

two years are maintained d'd even extended in the .third.

These datalon standar ized achievement and ability tests reflect only a small

part of what the child knows or can do. They provide evidence, however, that children

who experience the REP over a-period-of time attain to a level of proficiency equal

to or superior to the national:;norming grbups.

The data on school attendance show that REP children attend more days than

the comparison group..

1
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CHAPTER 8

DISCUSSION: THE IMPLEMENTATION COMPONENTS IN PERSPECTIVE ',

Implementation, Education, and Evaluation

The tasks we have set ourselves in this report were to devise an appropriate

evaluation 'framework as well as to evaluate a particular implementation'efft

In Chapter 1 we diagrammed the implementation process in terms of salient procelt

components:

Far West Lahore mry

Responsive Educe Liana
Programs

-Program Advisor I District KS-or F7
Program Of 'miter

Community
School System

Classroom
Proms

11. rent . Child
Ph ticiliatiert 'Services

TM Child

Also in Chapter 1, we took up-the task of discussing the components one by one,

begifiring with the parameters and orientation characterizing the Responsive

Education Program. We continued in this fashion, with the Program Advisor in

Chapter 2 and on down to .the Child in Chapter 7.

We haVi presented up to now what amounts to a "raw" evaluation. In the process

we have introduced several evaluation instruments and techniques developed from ,.

our framework-model: ATR, ATA EFI, etc. We can now discuss the significance of

these implementation/outcome data in the context of our evaluation model. But

first we need to review some of the unique aspects of our approach.

.0.
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First; we wish to.point out the. breadth and scope of our evaluation in terms

of the dataxollected On the One hand we extend our source of data'beyond the

child and clastroom, to the school system and to the community which provides s-a

context for them both. On the other hand, we report these data from four diverse

communities at once.

Secondly, we need to acknowledge some limitations of the data presented.

While in some areas_the results are straightforward and clear, in some others,

particularly in those that fall outside the main focus of this report, the

presentation has necessarily been incomplete or merely suggestive.:- In Chapter

3, for example, we reported information on comnlunity characteristics that are

park of an evaluation plani'but we-did not develop the specifics of how

these data relate to implementation. For example, the concepts of ATA and ATR

could be developed into unidimensional indices so as to incorporate and at the

same tiMe give a contextual significance to these data. This is a major project

and one we feel is extremely important to do. But it is an issue that deserves

its own forum, and .we are in fact continuing, evaluation efforits to define and

analyze ATA (Sheldon eta al, 1972).

It should be clear that this report differs froleother evaluation effOts it

its basic goals. First, we do not focus on outcomes without first assessing

implementation. Second, we have tried to conceptualize the tOtal'delfvery-

evaluation problem. Rather'than concentrate on particular aspects ór levels of the,

evaluation proCess, we have chosen to forego closure ip some cases and spited our,

energies down the line. .

These evaluation strategies are-directly relevant to our approach to lication.

We have set forth our value system in terms-of what the educational system should

become, and do. The focus -is not changing the cchildbet changing rtiaJor -process

comp-nents of the educational system toloprove the, operignces Of the child with-
,

in the system: Consistent Vth the undertying goals of the Responsive.Program, we
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hove developed an evaluation framework and-derivative asses rent techniques and

instruments, have applied t,hese instruments;in the context of VAS particular

evaluation and presented some of the "raw" remits.

The above Points are made w cl&ify what we expect the applied model to

accomplish. In this context we shall review the.major tmplementation Components

with the purpose of clarifying their sign.lcance.

The Prot ram Advisor

We have discussed the Program Advil,,or'.s role and indicated how this position

is the joy .link with,the Laboratory and .the Responsive Program.
Thee

PA's

trffectiveness in disseminating the program through in-service training for teachers

and in communicating REP principles.and objectives to district personnel is both

a reflection on, and condition fofi the efficacy of REP materials and.staff.
Ir .

The PA's primary means of implementing the REP in the chssroOm is Conducting

workshops Initially the Laboratory had suggested weekly workshops, However,

as.the needs of each individual distirict emerged, ,the schedule of.workshops varied,

with frequencies .ranging from the recomiknded once-:per-week down to once per-month.

Certain reasons tan be offered. for this'-variation in stheikiling.

First, as PA's themselves become more knowledgeable in PEP Procedures, the

nature of the in-service workshops probably changed. 'PA's. became more-experienced at

conducting in-service triiriing. In addition as more teachers and teaching.

assistants attended the worIcshops, their needs changed. Teachers,who had been in

the programLfonger and were knowledgeable about REP objectives wanted PA's to

spend more time demonstrating in the classroom instead.



second, teacher turnover rates also affected..the*nature of PAeeonducted

1

Ilromine and, consequently, implementation of the program. New teachers.are

added as the program is extended-to higher grades. Also, new teachers replaced

teeie weo leftethe proq'am. ..fften this replacement occurs in mid-year thus

petit* 3A additional burden on the PAs. This situation me-et thatlin any one

.cheel ye r- P 's he to conduct in-service workshops fereteachers who represented

different levels cbmpeteodzie REPproceduees.

Thir1 :,qme teachers, especially those in pre-school and kindergarten classes,

are more. eeeeteye than ether to training, and more flexible in assimilating

Relee-eocedures. Traditionally, these levels have been more "open" and less

structured than primary and elementary grades. Therefore, as the-program was

implochnted in higher gradeS, both greater teacher resistance and a smaller-range

or Avajloble; field-tested Laboratory materials appropriate for higher grade's may

haee.generated additional problemsjoe the P.A.

Fourth, the amount of in-service time varies by district because of differing

erganizational constraints. Planning time is Often s'eriety scheduled, and the
e

awouots allotted may not be qpnsistent reepneendations. Teacher associ-
eie

ations have negotiated contracts with districts. if the in-service'falls under

eacher/diser.ct contra'ctual agreements the district may determine the contents.

In Community B, teacher in-service training is'organieediand scheduled by

building. PAs are respoosible for conducting the in-service work; which maY

.inelude non-REP teacherc and the cbatent of which may be determined by the school's

principal. As principals ard resource teachers become mare involved, the effect

o btu program implemen*ition avail vary., In Communityl, the in-service training

remains intact for-RER staff. Other teachers may take part, if they so chooie,

and positive spin off occurs . Comiunity C coeducts in-service training on

Saturday morning for the total REP PT staff 'and provides follow-up individual

sessions for one or two teachers basqd oti'differeet classroom needs. Demonstration
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teachers have been identified and incorporated into the in-service.iraining. In

Coma ini ty 0, ,,,lhich-ha&bi-weekly, in-Service meetings, the staff now attends

indi in-class workshops. Periodic large-group workshops are held when

sufficient numbers of teachers have a common concern.

Clearly, evaluatilig a program component such' as in-servide training offered,

by PA's is a complex task. Their quality as well as quantitriis affected by the

range of variables above. The quality of the .Laboratory's in-service component

and our ability to 'deliver it to the field may be judged by the variety of in-1
service programs offered in participating districts. Table "8:1 below provides an

overview of some other salient variables.

fABLE

Program Advisor Variables as High/Low/MediuM, by Community

N.A i-of-ormation not available \\
[1] M , '30-50% time in classrooni related activities
[2] M rare than monthly, -less that) weekly \
[33 M 60-80% teackers polled, saiddiworkshops- respOrtsive to needs
[4] M = 80-90% teachers ,polled are favorable to PA \
[5] K... 04z>1.0 for both dimensions; H ,--. z>1.0 for at least one



Table 8.1 summarizes some aspects of PA functioning that haVe,already been

discussed in s.pme The wavy line to the right "indiCates that.the-list of

relevant variiibles continues on, that "the ones.listed are merely illustrative of

what a comprehensive evaluation might encoiipass. The cut -off points for H /M /L

are arbitrary, but the preponderance of High marks is consistent with any

number of indications, already discussed, that the.PA component. has been notably

successful ini terms of both degree of implementation achieved, and positive out-
,

comes reported.

The Community. and the School System

1

In studying implementation of the REP, the evaluatorshould also know a great

deal about the community itself. The type 'and size of community, its problems and

ethnic composition, and even the community's history, can be very important considera-
,

tions. Existing census data have been used to highlight certain economic and

social indicatal's of the four= communities. Monies. allotted to education, unemploy-

ment rates, housing coriditions, and living .conditions have been discussed as they

rel,ite to the notions of attending and responding to .a child. We have attempted

,

to present and discuss pre-existing economic conVions. thit may affect. program
. , . '

delivery and implementation.' We Ware certainly aware of the limitations of the

data presented in this area, and the lack of deyplopment it received in our discussion.

Some of the community characteristics reported, such as average rental cost, hOusing

units lacking plumbing, and median value of homes, are noteipecially useful with

out other information. For example, if we try to:present a pictureof a given

community, its geographic location would directly affect certain economic indicators,

such as. rent and property Costs:.



We have also showed the ethnic distribution of people in the:four communities,

along with other biographical anddemographic characteristiCs-of the population.

. i

These data are important ,providing a background for any Study, especially one

'conducted on a program as comprehensive and complex as Planned Variation. Moredver,

these .data reflect the extent, of theilrogram'S generalizability--the ability oflua

program developed in one community to be implemented in another, Possibly very

different type of community. For example, Cbmmunity program has been implemented

in a large inner-city school'systeM. And although the population in-the metropolitan

area is 79% white (Table 3.1), almost all 'the children in the PV program in

Community C areljack.

Similarly, the population of Community E,; a city with an extremely high
L

unemployment rate, is 80% white,whereas the PV prograth Serves only 50% white

'children. These statistics, plus the ltatistics showing the similarity in

proportions of ethnic groups as to teachers-and the children they serve (Figure 3.1

are presented as examples of other Important considerations that can determine the

effectiveness of the REP and other programs of educatiOn.

These data demonstrate that the children being served by this prOgram are

quite different from the general population of children in the Community; Further-

more, because of the addition of teaching assistants, the teachers, of the children

in the classrooms in PV communities more closely reflect, at least in ethnicity,

the .population of children in the PV classrooms.

We have discusSed.the notion of 'language differences and pointed to the Mexican-

American children who speak Spanish in the.home as a separate grOup. WR feel

the language problem is just aS'mUCh an issue .(if not a more important one, because

of its relative invisibility) for Black children as it is for Mexican-American

,
children. We feel that Black children and Mexican-American children speak languages
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quite dis-sfmllar from the onetypitallyOsed-by middle:7clasS white teacher's: Although

we view this problem as tritical,'Wehave not been able systematically to collect

and analyze fita-onlanguage:differencesrin REP communities.

Furthermore, we are very muCh:aware,of the factYthat because a...teacher .has the

same ethnic background as the child, this similarity does not guarantee the teacher

will have empathy with the child. For example, it is known.that a person tends to

take on the attributes of the position he aspires to This subtle change is'parti
,

cularly noticeable among those aspiring to be teachers.
. .

. To date, there is a notable saarcity of data. that directly. reflect on 'REP.

4
objectives for the community and the school system, We have dev.ploped a thecreti-

6, ,

cal model to evaluate the institutionalization process (p:49 ). Some data on

initial findings qn REP objectives point to positive effects resulting froril m0emen...
. . .

tat on.

...



r. Table 8.2 summarizes some community variables4that we have discussed above,,

and also tn'Chapter'3-,,previoUsly. -The items actuallylisted.)are some back-
_

'greOnd fattors'which provided the context for the REP to'function, and which

are. therefore appropriate for evaluating the relative success-Of the implemen-

,

tation'effOrt. Additional background' factors, as well as community outcome

variables, might be included in a more comprehensive table (Hence the wavy line on

the right).

TABLE 8.2

Community Variables as:High/Low/Nedidm, by Community

[1] [2] [3] [4]

COMMUNITY

B.

C

E

H

M

L

N

L

H

,[1]. N = 40-50% (national. average is 45 %).

{2] M = 30 =40% -of children haVe,father-absent.
133 M = 6--12 'total score on. s-ifactors (p. 57).'
[4] N = 40-60% continuing teachers.

L



The PA hasbeenmentioned:atjthe the

'district at large and at the claSsr6OM.leVel. Atthis level. also, the-institu-
-

; tionalizatio, process is :very complex. To gain:morOnforMatiOn:on the PA and .oh

.other classroom influences a special instruMentwas:designed
)

to measure edutational

forces that effect the teacher. Simple. analysis of data Collected from Follow

Through teachersln REP PV communities showed the:PrOgram Advisor was ranked the

most important influence on the teachers behavior.

A more comprehentivefOrce.field analysis was.dpsigned and conducted to examine

the relative positions'and directions of 13 forces as they influen-de a teacher's

'behavior., Across all four REP Planned Variation communities (see figure 4.S) the'

Program AdviSors (#12) were considered a strong positive influ9nce on-the teacher's

behavior. The other adult tn-thciassroom ( #13) represented a second important
: - .

.
.

. .

. . .

positive force

.

....These results reinforce'flie. notion that the delivery systeM haS _..1

'

.

worked the-Pik:is ContribUtiha to the edutational classroom proceSS in'importawt

and positive ways and the teachers and teaching, assistants view each other as
. .

.
.

important-positive-influences. Principals as a group alsd.00ntributed positively

and to a relatively, high extent,, The curi'fliculdm prescribed by thedistrict and the

school's physical facilities were also shown'to be influences in the positive

direction:

Certain forces remain'relatively stable across communities, others take

different positions on the'force field. For eXaMple, teathers:in communities C

and E felt. fiCifities (#&) did represent an influence, but one theYjUdged'to be

more negative than positive.. Further, the curritulum-inCoMmunity B was not

perceived by teachers, as it was On other communities, as "°a positive influence.

The-data across communities are consistent 4n perceived ihfluence of central

office administration, the testing programs:, and the statewidemindates for

certification curriculum and gradfng In eachcommunitY, these forces are perceive



quite 'negatively without much relativeinflUence.

varies by comnunity. In communities B, D. and E, the PrograM Director has low,

relatfvely pojtive influence. In .CoMmUnity C, however, theAlnfluence of the

Thejlrogr0m Director's influence

Program Director is high Positive.

The fortes instrument yields a unique., set of important informaton. More

,1

work needs to be done with these data. Analyses by school.withi6community and

for Wferent,roles using different normihg groukiare:bding e.xplo'ned. These

future analyses will.not'only contribute to understanding and'aSsessing effects

of"impleMentation but, more importantly, will pinpoint areas of concern for

furtherA7ogram development.

One index that might be proposed in this context is simply the degree to

which the two dfMensions correlate. Thusif some forces are.seen as both

.0.

impOrtant.and positiye,.while the nagatively,valUedforces kve seen as correspond.-

ingly untmportant,, we have what. amounts,to an essentially optimistic. valuation of

the situation.. The reverse situation, if it
ever-occurredi*Odsjgnal; at the

-very le0'st,some deep disaffection qr alienation on the part of the rate's'.



Table 8.3 summarizes NO of the data presebted in. Chapter 4, including the

inCleA Just proposed, ancilabeled Force Field Pattern. Actually correlations

fbr the force-flejd pattern were highly ipositiVe.for all four-comMunities,.and-

the Medium:rating given Community: E is applicable only in this context.-

TABLE 8.3

Classroom Process Variables as High/Lbw/Medium, by Community

[1 ] M 40-6Q% Impfementation reported:

[2] M = 60-80% Work ,t4ether "extremely:11" reported.
.[3] :M 40-707;Nolunteareni.Cooljeration.in classroom..
[4] M = 60780 TeaChers,--eXplOn. REP to parents

[5] See text & table; pp. 97799:forNaluation.
[6] See *graph, p. 94 ,

[7] See aboye for djscussion:,.pp: 68-71 for data



Parents

A single parent with insufficient income and poor liVing.and health care

facilities cannot' effectively attendqo a child. Similarly a school system

cannot adequately respond to a child unlessit is sensitive to the. culture and

abilities of that child when he enters school. The concepts of Ability to

Attend (ATA) and bility to .espond (ATR) to children have here been suggested

as a replaceMent for the rather widespread notionof "compensatory education."

In this alternative model, the educational evaluator's role changes from focusing .

on the child.and how the schoOl system changes the child's behavior, tofocusing

on the'school system and how educational experiences are changed to respond more

to the child and to his/her parents

Parent participatiOn in. the actialteaching/learning process becomes a focus,
,

as does the amount-:of parent involvement in the:decision-making.proceSs. SRI.data

show that all four REP PV (Ammunities had more parent participation and involvement.

.
than comParison.groupsPf parents .examined ih these same communities.

Including parents in the classroom provides a cldSer link.between the home

4ind the school. The fact that teaching assistants fromthe child's community

actively participate-in the classroom process also contributes to a tighter

home-school linkage. Data have been presented toishow the change in ethnic

disparity botween the teaching staff and the children when teaching assistants

are included:. ielatienship of this impOrtantouttome of the P.VprograM

to the experiences a child undergoes must be explored..

For example,,tn:gl) PV communitieSwith-large propOrtionS of non -white

children, the inclusion of teaching assistants considerably reduces the disparity

between the ethnic distribution of the children and the ethnic distribution of the

teaching staff. This notion is important only as it relates to the ability of a

teaching'staff to understand and empathize-with children who,,represent,different



life styles and Cultures, children who have.different learning .patterns and

strengths. Bi including in the school process people who closely represent the

PopulattOm Of children the school is serving, the paentiel for awareness of and

sensitivity.to the-particular needs of. the childreh is increased . Further, the

experiences a child is likely to receive in school can be made more compatible

withAlis strengths.,

Table'8A summarizesthe Parent variables. The data in:the table are

sketchy, but they represent some attempt to profile, the different communities.

Parent Variah.

COMMUNITY:

TABLE 8.4

s as High/Medium/Low, by Community

[1 ] [2] [31 [

H

M'

H -N,A. N, .

M

M

,-.
availably

, ... .. . . --:-.1
N-.A,.. , ''..Na...-40A.

'.:-.-

113 ...W. ,..7..; -50A0,-;-aware:afREP,.--.

[?]. N.... :'77''.-:---46,40'.;..07:411.:.04rgeltt 41:3.,pr:0007!Vitttslf a the clitssrrop.O.,

f311',.-$00,:tOtt.,, p .108.JOr(..00eilrifot04.;--discussion
---,....,-., ,.... ____.... .--..,

jga ..;..W- -..-20440%gay-pai,eptJliate.,.11441d-600100
,

4,



IneChild

The experiences a REP child'receives are particularly impor..ant in evaluating

the worth.of the REP program and ultimately in comparing it with other educational:

models The form of experience (iOE) is 4-valid criterion variable that isuse-

ful in eialuating eduC"ation.' Operating from this position, the evaluator

concentrates his efforts so as to gain valid indicators that will reflect these

experiences. Children in the REP experience a lvriving situation where two full .

time adults, one usual)), selected from their own neighborhOod and reflecting

their own etnnicity,'CooperatiVels contribOte to the teaching/learning proces.

Also we find-tii-at patents are volunteering in the REP claSsroo0 at a higher

rate than intomparison Classes, and that classrooms are more responsive as

reflected in the classroom 'These data on the process of education

represent valid outcome data and weigh heavily in judging program success.

Suctrevidence collected on the REP Planned Variation: program is overwhelmingly

supportive.

Support for the notion that program iMplementation has in fact taken plaCe

at the classroom level has been found in FOE data collected In 'IS and FT classrooms

by Stanford Research Institute. Children in the REP PV 'programs have quite

different classroom experiences from non-REP PV children. For example, children

in 'responsive" classroclms-initiate more interaction with adults than occurs in

non-REP classrooms, Further, the increased child interaction in IMP classroom

suggests that these' children demonstrate more quOttion-asking behavior. The

provisio'ns for free exploration in classrooms and the:quality of the materials

available to explore produce evidence that children,in REP clasSrooms, to e. large
,

extent, seek,and gain information by themselves. SRI did not find i similar'

situation in comparison classes.

Even the adult interaction that a child in the REP.experiences Is different

from that in non-REP classrooms. In REO'HS clissrooms, of the adult-initiated
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interaction, more (66) occurs. with .11dividua chi,idren-than in comoarison

classrooms (44.).

In kindergarten and firit-grade PV classrooms, independent classroom process

data for REP and comparison classes, also collected by SRI, corroborate the HS

findings. sin of the 28 classroom factors generated by th0 SRI observation

Scheduie,were judged reflective of REP objectives. When non -REP crosses *ee -

co pared to REP classrooms, a significant difference favoring the Responsive

classrooms existed on these factors.

REP classroom experiences differ from those in non-REP classrooms in other

:ways. in the REP there is significantly more self-learning by a child. In the

REP there is significantly mooe"child-tqaching-another-child" behavior. In the

REP 'there is significantly more queSticn-asking by the child, In the REP .adults

usect.significantly more 'positive corrective statements in interacting with

children and interacted significantly more with children individually:or in small

groups.

, Other evidence of the form of-experience a child receives in the REP classrooms

is depicted by the Learning Booth procedures. The-Learning Booth -offers a variety

of problem-solving experiences. to a Child. These range from matching, i dentj fying,

and naming letters to discOVering was to solve problems (such as eliminatin

knadns to arrive at unknowns). 'The Learning Booth is structured but responsiv
A

the child may choose to participate or not. Tht data shown, that the Learning'Booths*.

are operating effpctively,and that children are choosing to participate in this

activity that offers well-plannld, gieldqated sets of problem - solving and skill-
.

experiences. More children in Communities r. and D have progressed to the'

later booth stages than in Communities B or E. Booth Attendants' turnover and

equipment destruction by fire have been cited as limiting booth implementa on

in one district. Dati collected oiler; three-And four-year. period (se

Appendix C) show the strong progress each community ha made in'im0 nting

thellearning Booth component.
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Thpse data are Valid criteriion 4easuries1 Relating them child test= .coce

data would p.Ae interesting research questions but answers are unnecesSar;y

in the t kin of-program-implementation and in determinfIng r(P

Worth'. The that parents are volnnteering In the REP per classroomrat'

higher rate ~War in comparison el as;es 'And tine moms ,offer_a_now,e.

sivesgt of expe ri ences as reflected in the 'classroom data represent valid utcome

data for jOdging program success. SuCh eVidente collected on the 'PEP Pianiwd

Variation program is overwhelmingly supportive.

Data collected on children- also demonstrate that the child's knowled5i as.e

haS increased and that the child' in-school experiences are enjoyable. rom
.

tries responses 'on the SRI-administered Smiling Faces instrument, Children ifr.REP

classroans n Community D seem to enjoy thefr teachers and their , chool. en te e

data col ".reed from that same community show that atidndance for' REP chi le' ren is

significantly higher than for a comarison greed CW Id data .collected t( essess

Ifiinguage podutt on was colleded in 'Community E. The study showed that r

statistical differences existed bit:often ti.P children and a cowarison grou of

children ane tnat bol,-41 groups scored at the ,8?nd pprtenti'le fusing national norms).

Standardized test data also dieIonstrated the satisfactpry achievement level's

of REP children, Although standardized test resuIts are not valued as nocip ,;??

nstruments :3easurin9 self-esteem problim-sOlving.. and learninT-ttrlearn vari

,(which are Still being develoPed)-they doOretenta -general picture of how

groups of children perOrm on Some speCifjc lea:ening tasittl,

1
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3.

1

(in al I the instruments for which PV child data exitt, REP children performed

extremely well. Test scores on the SiP increased markedly over one yeee;

greopIL' the R& HS children ,AAIlio pretested at a high level in Community C int reared

an average of 6 points and in Comuntty r inCreseed an average of 15 polinte.

Sieylerly average Boehm test results on Community 0 HS children compared to the

65th percentile of a norming group. Raven's matrix data on second-grade F '

children also present strong evidence of achievement.' in Community E the

area of ..language production no significant difference' was found between

Pv children and the coMparison group on the Boehm. I However, both groups

performed equivalent to the 7th percentile on national norms fqr theBoele
I-

Basi c Ski 1 Is

Test of

. Wechsler I.Q. data also support the notion df effective intellectual

detielopoient. Al thotigh designedAo- measure the Jonetruct of "native l ntel i.s gence,"

deChsler 1.Q. scores inciealsed in all con nuni t es for which data were avai .able.

In most cases, .test : scores rose' over one-- end tim-year time periods from below

the national average to ,above 1,4. Individual test scores were Plotted for eight

children over a three-year period. Ire fl ctuation of these scores was considerable,

fret rlEp scores over the ,three -yeer time. p rip(' either:'reRained-at relativej;y the

'same level or increased aboVe thee national average.

s essential to'reiterate that evee though the data are favtiraple, we d

not base substantial .claifi.:S for the REP on scores and stenciarclized, achieve-.

meet; test data /Abs.; of these d.ata reflect short -term effects and in versa:

'Pnarrow" areas. further, a the,instruirents and standardized procedures are

-Unfair" to a large portion of the' children in the program. For ,child perfor-
,: .

mince to be. used as a valid criterion, it-most reflect variables such as
.

attitudes and problem solving abilities and over an extended period of time

as mach as # to 5 years..
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Table ,E.5 summariges the child outz.vme variables presented in detail

earlier. T. available data are again not comprenenSive. As far as t_hey

however, we do have strongly suggestive evidence for a high level of imple en-

tation and 'eogram success,

TABLE 8.5

Child Outcome Variables as High/Low/Medium by Community

For specifics on which the H/L/M judgements are based see appropriate d scuss-i,A
above and in Chapter 7.



Implementat'on 11,801121/12iazgl'r

Laboratory ratings on the Six Factors were presented as tools for monitring

REP impleme:ntation (p. 52). They can also be used as longitudinal evaluativ(

data. In the Spring of 1971, when these rati,jgs were compiled, Community E

showed the highest implementation and .Community C the.ldwest. Administrative

support, a critical variable for the program's success and for the degree of

parentetomMunity involvement, was rated "low" in Coms4unities B and 0. however,

contradictory evidence from' teachers showed-,eommunities p and 0 with the jii-g

Percentage of parent volunteers (Table 4.5) .

The adequacy of physicalfacilltiLestA-the_quality of child services (to

factors outside the Laboratory's control) were both rated high only in Community

Of all four communities, Community 0, the reader will recall, had the highest

percentage (65.5%) of local government funds expended directly onieducation.

This relationship between program implementation ratings and, community budget

expenditures is offered provisionally, in view of the sketchiness of "the data.

limyever, these types of relationships must be examined in closer detail to answer'

questions related to the extent, quality, and effects of program implementation.

Program spread effe7'ts are also important considerations. The fact that the REP

was °spurl off" i-n(WIModel Cities programs in Communities B and C and into Title 1

classrooms in Community 0, and became part of a. state-wide information package in

Community E, can be cited as evidence of program effects and program institutionali

zation.

Men the REP does become visible within a school system, other situatlons

occur that begin as "problems." Non-PV classrooms are differentiated by their

lack of child-directed resources. lion -PV teachers, desiring to offer quality

ducation, see the :Value of instructional assistance in the classroom of the in-

service, wOrkshops and the support provided by Program Advisors. J initially this

results in jealousy-and even hostility within the school. Eventually, however,



this hostility resolves itself and the outcome is improVed educational opportun-

ities for nor: -PV children as well. Non -PV 'teachers are invited to Program-.

Advisor conducted workshops. Materials are shared between PV and Non-PV classrooms1

Learning Bootn experiences are.offered non-PV children and more- important efforts

are made to increase the educational'experiences of all children in the district

Table 8.6 presents a summary of data on implementation spin-off and spread

effects, from Chapter 3. in every instance, there'has been influence on-other

segments of the school system and the community.

COMMUNITY

.

TABLE 8.6

Specific Evidence of Spin-off Effects, by Community

I3 X X X .

C X X X X

D

E

X a X X

X

,

X

...:.:...



OVERVIEW

At this point we might logically ConTin#by further abstracting and

Ayl=4-

summarizing the data presented in the foregm g tables, perhaps preSenting

one global table with a single overall rating for.each area. But such a .

scheme would not be ,practical for several reasons.

The complexities already blurred in each summary by area would be,

completely masked in the'additional level of abstractionUp to now

we have been able to refer a particular "grade" to specific criter-ia

and/or specific.data presented in the text: a global rating would

necessarily invoke an overly long chain of reference and judgment.

The criteria for arriving at a_ particular item can be constructed. in

different ways, that would. make a-global summary too arbitrary. Thus

in our eNaluation of the Learning Booth item, we chose_ to report or

°grade° it as an outcome variable, and thus it'Was marked Tgli" w all

comMunities. if We had viewed it as an implementation variable,

Commenity C would have been assessed as " "Low" for the reason that in one

foram year the facilities were destroyed by fire.

The ratings are relative to the communities- studied and may not apply to

--___Ljurvpresentative sample nationwide. For example, data collected by SRI

show parent .participation in all fbur pV .corounnies tb be higher than in

non-PV c,9tparison samples; bUt /our ratings were-on a relative basis

within this context, and.thuS mutts more conservative, 'with only Community C

receiving a "High."



- The variables are weighted differently in terms of importance to REP.

A "High" mark on Wechsler scores is nice, but more important. is a

"High'" mark on, say, a classroom process variable.

These considerations militate against the use, of a global summary.

They also emphasize pur sense of cauEion with respect to the separate summaries

already presented. But these latter were, we feel, still juStified beause

1) we were able to make direct reference to the data and toljustify our

assessments with specific criterion statements, and 2) we wished to chart

a direction for utilizing the essentially "raw ° evaluation presented in earlier

chapters.

Yet the major Import .f these data is not in terms of how sUcceWul

we may or may not have been in fitting them into a. manageable,evaluation

pattern or framework. The dap are ultimately "good" or "bad" depending,

on their use. 'Until they become part of a. decision-making process, they exist:

as just "interesting :findings." TO be useTul, to be meaningful, they must

becomb a functioning part of aHdecision-making system that -relates directly

to the educational experiences provided to children.

from time to. time we have remarked on special limitations of the data,

and lamented their 1ack of comprehensiveness tn terms of,scope and depth.

By'the same'token.We hale declared the uniodeness of our approach Lb evaluation,.

and showed that it represents a Ouch-needed adVanCe with respect to exactly

those goals o depth and. scope. With due consideration' for All limitations,

general and specific, the data do strongly support. these salient conclusions:

11



The Planned Variation Progrekhas been. successful in changing the ethnic

disparity between the adult teachers in a classroom and the children they

teach.

The Program Advisqr, approach is effective in delivering the REP to comimplities.

There are, however, areaswhere.this delivery system can be improved. These

areas reiate to the training offered;PAs to-practice various methods of impart-

ing knowledge and skills to teachers during in-service workshops.

The REP classroem processes directly reflected in the experiences children

receive nave been implemented in the classroom.

The REP nas had positive spin-off effects in each of the communities discussed

in this report.

Parents perceive themselves as competent in making educational decisions,

but their input inthese decisions varies by con

The PA and the teaching assistant are pereeived as important influences, on a

teacher's behavior. In all communities; this influence is a positive one.

Of equal importance in this report are the implications and directions for defining

future evaluation:

The implications.for evaluation models arising from the Ability to Attend (ATE)

and Ability to Respond (ATR) concepts are important and should receive major

attention in future research and evaluation studies.

The criterion issues raised and directions implied by concentration on the form
e/

of experience (FOE) for providing a cluster of, criterion vaelables are valid

and most be explored.

The need for Mort comprehensive community case studies using a variety of

data collected from various sources is clear. Three community cese studies

reflecting CiviA effort are available from the Laboratory.
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It is importantto examine the institutionalization process and to. determine

.levels of implementation for various program components.

Further efforts to develop instruments to measure implementation'are needed.

:Initial efforts, as reported in this Taper ; to document such areas as the

inflUences on teacherso how parents are PerCelved'in a community, and factors

that red ite to implementation have proved productive:

Other areas' not addressed in this paper must also be explored... It is not only

important te look at the longitudinal development of children during their

five years in a HS/FT PV Program, but, even morelo, to follow the child so as

to examine development in future elementary and secondary grades.

Parent impact on the educational Community must also be examined in greater

depth.

Efforts should be made 'to determine if parent ,L are involved directly fn the

teachinoilearning classrooniprocess and if decisions parents Make in PAP

meetings ore reflected in'edocatienal Program changes.

Other studies on how various, educatiOnal personne4 such as PrograMAdVisors,

Principals, parent coordinators, etc., spend their time and perform their;

responsibilities will reflect the priorities A community sets for the

,

In conclusion the data, 9n program effects contained ih'this study are eXtremplY

positive but, in- one senseWnimportant. the writers intended to'50t.a tone for

Adentificatton of evaldation-areas and-to generate ideas.and meth040or evaluating

coMPlex multi-diniensidnal torriculoffi studies. Considerable work will be necessary,'

toy. extend and clarify such, concepts as the abilitYto attend the ability to-respond,

and the form of experience. Howpwr, the REP is committed to thesd directidnsand-:

will-tpursue:them in an effort fo.eXplaiiitherelationthips.between the environment

and the liarner -- or to disCover what experiences contribute to increasing a

childl's life chances:,
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CHAPTER 9

SUMMARY AND PERSPECTIVE

Our popose stated at the outset was to evaluate the imple n ation

effort for REP and to outline a framework for such an evaluation, consistent

with the philosophy of the program itself.

We have presented a variety of intensive efforts in pursuit of both

these major goals. But the main .value of the report lies inthe,charting

of new directions for future evaluation projects. The complexity of the

problems involved, and the relative paucity of resources available in this
.

particular context precluded a detailed or comprehensive assessment of

program success.. The fact that no definitive' statements are offered on this

score is not to suggest that such a goal is not worthwhile: quite, the

contrary is intended. But the prior formulation of an assessment framework
.

as well as the preliminary assessment Offered here.are necessary first steps

toward.suCh a comprehensive effort.

With regard to the implementation proOess itself, the general sense of
. .

.this ,report' is that i t.14'as .successful. But this is not Tweither/or question,

nor one that call be answered In terns of OW much alone. It. was necessary to

look at particular iinelealeptiition feature's arin- Particul cum unities.- Onr-
.

.

analyse$' have been focused on 'implications for future implementation efforts

rather than statements about relative-success.

With ..regard. to the.framework for assessment we have outlined a-model

that it consistent' both with,the un4rtying philosophy of REP and with the

preliminary .chiracter of this projeCt. In addition, we have described 1.1,veral

evaiestion instfuOeht of'.0Wr OW1 devising, to satisfy the need for -a broader

base of evaluation. ,These have proved very useful in this content.

This assessment effortannot hefconsidered as ,a work to Itself. It.

rust be viewed.in relation to the. ongoing work of tho,--!Laboratory:and as a

Preliminary to improved efforts using-the new model outlined:OW*4%
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APFT4D1

-DATA SOURCES

The chart, on the - following pagesummarizes the type of data collected,

source of the meaturement instrument utilized, year gathered, arid corniunity

from which data 'were-obtained. . The data swqnari zed in he report. represent

formation- gathered 'by. two major sources the far Wes tAaboratotif and the -

Stanford Research institute Data
I

a.were so retrieved from

it should "noted' that severe, 1 'of the "measures Used i In the

1

census reports .

data collection

are come rc al I y avai I able standardi,d instrumen is whose rel i abi I ty and

validity are ova l able id pub' she d manuaiso The Majori y of ,the remaini ng

Instruments were devised as experimental. deyicd, for evaluating variqus

aspects of Head Start and Follow Through prograirG. Although the fIellability

n c! validity data. of these meashres is sti I under study-,

provide Important information on program imoleitentation.-

ns truments
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TABLE B.3

Longitudinal Wechsler Scores, Kindergarten
Fall 68 tb First Grade Spring 197n,

Wechsler Scdle, Kindergarten Kindergarten first crldp
(Fall 68) (Sp. 69) trall')

t
1f r,f)

r i rc it Grade

(p. 70)

So

VocaOary 7.2 2,32 8,9 . C':, r4, 7.U? -.7.9 2.07.

Simil4r16es 8.7 2,41 8.5 ?.?1 9,7 (2 -37 '4.'4' .2,84
S

PiFture

comoktion
9.5 2,81 , 9.9 2,,0 3.1() 12,0 2.00

Block.

-Desin--
p

1:1 2AF, Tr.,827.40'' 12,4 1,63 11 4 2. 8

Total 36.5. 6.76 39.1 7,63 41.3 3,96 40.8 4. 6

VT)cabulary 11.0 1,83 7.6 2075

..

11,5 1,29 11,8 0.46
_ r

Similarities t1.5 -2.89 9.3 3.59 ,

/
13.3 1.50 12,3 0.96

'Picture 8.5- 1.92 9,5 < 1.73 8,8 0.9.6 10.3 141
Completion ;-:-....-

, -

Block
Desion
e ,

7.5 2.08 8:0 1.41 11:0 1.41 9,8 ,,,,,1171

Total 38.5 3.79 34,4 5.07 44.6 1.29 44.2 3.27./
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'TABLE 8.4

. 0

Longitudinal Wechsler Scores, Kindergarten
Fal-1 69, to First Grade Spring 1971

16.chsler Scale

r
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E
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. 40.0 MO

9.9 2.5

VocabularY:: 9.1 1.5
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, 8:8 2.8 7 '7.6 A.5

l'A 2.9 , 104 3.1.

11.7 3.2

11.8 3.3

43.1. 8.8 40.0 9.1
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TA Li 8.5

Longitudi9a1 Wechsler Scores, First Grade
Fall 09 to Second Grade Spring 71

,cnsler Scale

4ocabulary
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Total

liqcabulary
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First Grade
(Fall 69)

First Grade
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9,7 2.6 8.8 2.9 9.3 2,3

9,8 2.9 11.6 2.1 11.6 2..'9
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40.6 6.2 41.0 6.2 41.5 6 7

11.0 1.4 11.,0 1,4 41.5 1.3

12.3 2.4 12.0 1.4 11.0. 2.2
I

,.._,

9.5 26" 10.0 3.6 9:3 1.0

10.5 1. 12.5 2.0 10.5 2,4

43.3 6.5 4515 3.0 42.3 1,3

8.8 2.7

,-.-
8.8 1.9 10.7 2.5

9.8 ' 2.7 11.0 2.8 12.5 3.7

10.0 3. 10.0 3.0 10°.0 2.9

10.4. 1.8 12.n, 1.9 9.1 2.3

389 5.8 41.8 6.5 42.3 8.9
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APPENDIX C

.LEARNING BOOTH ACTIVITIES

The-entire sequence of the Learning Booth activities. 1s divided into

f iVe phases, &brief description of the activities of each phase is as fil!;..N67

Phase 1 Free Exploration - the chi Id plays 4ith the typewriter And

the attendant explains to him that he is doing. When the Oi 1,t)

40. :strikes letters or numerals, the attendant names, them.

Phase Il .Search and Match

Stepl ;the-4i id matches letters on the typewriter keyboard

with letters of a magnetic chart which Is also in th _

'form of a typewriter keyboard;

Step 2 - the chi Id matches keyboard letters and numerals.,

Phase III - Discrimination

Step 1 - -the attendant names oae letter of a 'card which is prihted

with two or more .letters, the child decides which letter
.

Pha Se 1V

otypet

Step 2 - the 'chi ldlearns to match capital and small forts of

letters; : t.

. Step 3 - the child dlicovers how to. type capital and small

forms of letters;

Step 4 - the chi id sees a small letter but types the ng

.,) eapitdi lettemon the typewriter.
-at

Typing Original Words

Step 1 - the child types his own? wdv,

Step 2 the .child types Jiii-64,4n stori

t

179
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. . .



Phase V Oassroco Related Acti1,60es

o

Step - presented 410 a card 44.?Ch 6,A 5everal -,iors and

picture Ourre )-4'!urphy card) i the Oild typv

kord that best describes the picture;

,ep the colild types a note. to a fro.7.nd;

Step 3 the.chtld types the w6rd the, r ap-,ed on 4 phonD

gram card, fo xample; for the folloqihg phonty9rx'l

Cd;-d,

-Ur

f map

______

rap

_ ....,...._......

tap

i-

mug rug

ran

I tug ,

tan

the child should type the ward °marY';

Step ' - the chil0 types 14ords sen.tences from aiDook.



OTE -RU LEMING BOOTH LB1 47 C ThE FOuR qmiTlf:1!.

MtViO4COMNITIES AD Y THE. LABOPATOPA Lui';o4NG sono

Courtanitv

ME Lewnina iooth prooram fairly pond it Cr.4,:muoity B, 7j-Je

Program Advisors ..-e knoWied9eable atioot :the ery

of ]!le. orooram.

. me ho*th ittenciants and teocher assiants jr-t.ifr*

each job Nis arrangefvot ;4orks out mil), ther6 4re t40 ooder-

qartn sqssir,os, morning eind aftemon,..0 thaz; a person l*ht wo0;

1 as a bt.-.51 attendant in the morning and as-a t)uching assistant in

therafternoo.n. I recd the training ofassistafilt; in both-ar6s o

'.wor07. Te diversity of work and extra trainim can be very oove

Ine vork does oct get bm-ing and th? No jobs- complegent each otr.

tearoion N.)oth ach'peve;,7ent,decreased last year in comPari:ien ta-
.

1970-7L 'Table C.1 sho)it in,Comunity Once it_implegve ed

the ron Throuigh propro%



nl

Table

Percent of Community 8 Kirdernartn (Wdre $iha sere

Performino in Various Phases at the End of the Schlo) ve,)r

Phases

Year ; $4! !

1968-69 65 '3 14 .47 14 37

1969-70 206 5 10 2e 23

1970-71 186 1 2 12 21 32 11

: 1971-72 80 17 17

Pnase V not developed

A possible explanation for lower achievement'is the turnover of

Booth At NW of the Booth Attendants were new to.. the program

duiIno the 197147schtiol year. The. Senior' Booth Attendant, who has..
.

worked with the Learning ,Booth Follow Through for severallears. was

also new in her job as the4rainer of other 'attendants.

The Community B booth pronram has always been very independent of

the Laboratory, 'tooth pr robles have been handled by the Senior gooth.

Attendadt and roll 144 Through staff.
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Ugrian-qv

Col41ity C has always had an excel.ent qrouip.eoth IWtendant,
4 ,

tkley are the ,..*st (vow Aie haim FolloW7hrOu0.

an4, as, a mull"; there ha!, been ,n'ry Halt i0b tWnj

(wer Intv qe,-;;17 indivi,dually and-art vvfy s*poAive ó1c.

a 6k,;44 f3osoth A#endant'needed help ,:she 1d wak ujith.ollie of

,
er-fle04b.o(ed Onoth Attendantsfor''addltfona.1 tratlifinp.

Snoth it 'ft the oast low, year's 1s as,f'oliciks.,

label

r- --

Percent'of Comuntity C rintfelgva0en ChiNeer, Uhc;ere
P;r_,fformin9 in Various Pha5e5 at the-End of the.Schobl Mar 4

7-
Phases

t

'iceaf 1T1
412) (3-44%

-+

1968-69

06 9-70

,4497077i-

°71 -72

164

176-

9Cx

PO

21

6

37

2

18

40

....

0'

Phace fifft devekped

T8 6

2A 19

15 .- 38 46

, A .

Ouringthe 1971-72 .5.016c1 year, data- w'tre.not recOved frtlporke schoo1,

The typewriter nid be ea s':01011 and fOnds ,-Were ndtavibe to,reOace



Arf;nistr4-Livif suPPOirt for"the BovJt n,n ,en. posiOve
,

.

7h090 project a0fWi'strooe helpfk4
0

41 the, *hOol heiv the Seniot EGrAll! Attelne,o6t

The principal dkf:--not PA' nt the F4v.ii.r tgendant 4.3 leave"

the st-111 to vain. other.Booth Attendants. ortm4t ver:y itt)e'

,

vininv had a. be done ii'oce,fotw of ,ne, e bemtvattendarts ha °}t

n the fro9r471 seTeraj years. Afl t_eirlrninn 8c6th problms.

,-1
bed' l resolv withz.iut L.aborWry

,

to ,:leral kihdee9artecs i CtxmunitAC teilEcher vere us r9 ofor
,'.- . .

. .
. .. .

.. ,

ration rom tb( 1.,arr.15AI9 Ratilnas e if,tmns of. `a.:-;sessinil children's
.- ,

,

need5: most casO ;Alre was exce ent comovicAitin between bot

Attendants and teacbeti.



Communi ty D

Coiitinity
r-

D has a good Learning Booth progrqm. The Senior Booth

Attendani has been with the program since 1968 and see:ms very competent
\

in her. work. Of eight Booth Attendants, only two were new to'tke
./

program 'last year.

Learning Booth achievement for the past years has been as f`ctws:

Table

Percent of Cornmtinity....D Kindergarten .Children Who Were

ev'.forming. in Various Phases at the End of.the School Year
./

Phases

e' Yèa I U III
(1-2.).'

III IV

--.-i

1968-69

1969.770

197977 1.

..-.-----t7yi.y77142-

197

, 85.

85. ..

-116 ..

7

3

..

7

15

7

5

2

'

32:

.34

)21'.

I /.

\
'

5'

20
.

12
,

..

42

15.
.

..40

13

19
.

24

68

* Phse V not developed 1

4,

Perhaps the main reason for the signific nt rise in 1971-72

ment is the low turnoyer rate of Booth Attfnda ts'.

Both teaching assistants and booth attendan s :work half-time in ft-te

Learning Booth : The other half of their time is spent in the ciassrOoms.
. ,

This works yerywell in Community D.

185
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F 1 pw)ThrOugh staff has always been supportive of the Learning

Booth.. c , in 1969-70 electric typewriters were ordered for first-

grade clas '6ese machines were put in a separate learning center

for children to rise individually.



Comm Unity

Thi. Learning Booth Program has excellent/potential that has r/ot

been ful. I developed. During the 1370-71 ;yeari, the Senior Both Attendant

left her job early -in the year. The attendal/ts never received adequate

follow-up training. The Senior Booth At-ten an; during the 1.971-72 year

does, excellent work but she was unable to the Competencies and

.4

the c9fidence of good, expellen *fl Booth/Attendants. An additional

.

problem in 1972 va,(r the destruction of 4' Follow Through sc lool by a fire.

Though Learning Booth materials were 4- -ordered, the, lape in time

) ! /

affected the achievement,,in three Follow Through .lasses".

Comwunjty E has been a Follow Through district since 1969. The

ahievem,nts for thei,three'4/eays ha'S. been:.

Table CA

,

Percent of CommUnity:Eflindergarten Children Who Were

Performing in'VO,jous,Ph7ses:atjthe End of/the School Year
" 7 _ //

7:

Plats

Year N. I I I ii I.

12r i

..
.,

1969-70 154 3 2.4.
3.611

1970-71 134 I
.

.,

7 ,7, 33///

17
. '*

1971-72 96 ''.'.

21

II'

// ,

.

(3s;;II0

.11

jg. 7 17:,,.... 1

A

22 .-. ,:29 7

26 39 ,
6

The Follow Through 'administration cdOld not be mere supportive of the. .

program. One Rrogram' tivisor has been actively involved in all Laboratory

,



Booth training. She and the senior Booth Attendant are totally

capable of solving all Booth problems. During the 1971-72 school

year, 1 spent three days in Community E. During this time, the

Senior Booth Attendant and 1 ran workshops fo- all Follow Through

teachers, familiarizing them with Learning Booth procedures, goals,

and games. The interest of the teachers was very high. As a result.

some teachers expressed interest in 'further training so they could'

take children into the Booth.



APPENDIX

EDUCATIONAL FORCES INVENTORY
.

SIDE ONE

Many factors ,.other than children's needs, influence a teacher while
that teacher works to implement a curriculum in thee, classroom. This
instrument was developed to understand more about the nature of such
influences. Think careful ly-.about your responses. A thoughtful
response on your part will contribute most to our understanding in
this area.

IMPORTANT: We are 'concerned with Your honest responses and have
asked yoil to provide your. name. All information colletted oh. this
instrument will be.kept confidential and no individual person will
be identified, Fdwever, if by including your name youwill feel
uncomforl.able about the information you proyide, please do not
include your name.

Please fill in the information below, then turn the sheet over and
complete thE: three tasks.

Thank you f3r your help'.

Name: (Please print)

School

Last

DiStriCt

Ycur a

Sex

Are you a parent?

e (to nearest year)
,

indicate-the number of
chil..iren you.'have.'

Firs

Are y).1 in

Foil ow Through?
For how many years?

Are you in/I:lead Start?
For how anY'years?

Are You a "(check pnas)i.

Grade you are flow :teaching

Number of years teaching
Axpe'ri Brice

,

Number Pif years teachfng; 1
the district

Teacher

Teachi ng ASs staht

Other Staff (indicate)'
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